DACORENT RESUNE

Ep 122 00 PS 008 729
AUTHOR Hamil tom, Darid

TIILE A Case Studyof a fev Scottish Open Plan School.
ANSTITUTION Scottish Coumncil for Reseaxrch in Education.

208 DATE 16 Feb 76

NOTE 200 p.

EDRS PRICE nr¥-350.83 HC—~$%1, 37 plus Postage.

DE SCRT PTORS ¥Case Studies; Curriculum Dewelopnent; *Early

Chilihood Educativun; Educational Change,; Educational
Experience; PBducatiom ] History; Educational
Theories; REfementarty S<hooX Students; Instructional
Mat erdals; Enterviews; Nethodss *0Open Education:
¥*Qpen Plam Schools; Plays #Primary RBducation; Progran
Dev elopments Progran Proposalsz School Design;
¥TJeachimng Techkni ques

IDENTIFIERS #S5cotland

ABSTERACT

This repoxt, representing a d2-nonth case study of a
new Scottish primary scheol, dravs together edacational issues
concerning problews and pesssibilities of open-plan schooling by
Jocating them in the day-to—day woxk of a particular open-plan
school. During 70 days of fZeld voxk, the researcher spent time
obsexving cla sses, dntexviewing paxents, children and teachers, and
collecting comments ox prelininrary drafts of the final report. The
first parct of the report contains an intcoduction and seven essays:
Becoming am Open Plan School; Open Plan Schools Past and Present;
First Dags at School (the experiences of one class and their
teachex); The Case of the Hissing Chairxs (the relationship between
teaching techriques amd naterial resouwzcas) ; ALl Work and No Play?
{the changing chlaracter of the primary school curriculum) ; Episodes
of Scheool Life (3 day in the life of a pupil, teacher and class); The
Logic of the Open Plan Schoel (3 theoretical integration of the
architectual and educational use of the tern 'open plan'). Research
documents and wethodoldogical a ppendices comprise the second part of
the report. (Ruthor/iS)

e s okl ¥ e 3ok Siok ook A koo ki ok Sk slok e kol R S R Kok ok Sl ok ok ook sk ok e ok Seoleok ks ook K
* Documen ts acquired by IRIC include wany informal unpublished *
* materials not awailable from other sources, ERIC makes every effort »
* to obtain the bhest copy available. Nevertleless, items of marginal *
¥ reproducibility are often encountered a21d this affects the gumality *
* of the picrofiche and harde:py reproductions ERIC makes available ¥
* via the EBIC Document Reproduction Service (EIRS). EDRS is not *
* responsible for the quality of the original document. Reprecductions #*
* sypplied by EDRS are the best that can he nade f£from the original. #
% ke ol kalodge ekl 3Rk ok ek sl o R ofs R e 3ok ok Aok ol e e ke dje ok ok ok ok ek skl ole sk skolel ek e e kolek ¥




US DEFAATHME NT OF MEALTH,
EOUCATION EWELEARE
NATIONAL (K478 JUTE OF

EDUCATION

THiZ DOCUMENT waS5 LEEN REPRO.
DUCED EXACTLY AS RECEIVED From
THE FERON OB ORGANIIA TION GRIGI N-
ATIHGIT POINTS OF VIEW OR OF (NIONS
STATEQ DO NOT NECESSARILY REPRE.
SENT OFFICIAL MATIONAL INSTITUTE gF
EDUCATION POSITION OR PaOLICY

A CASE STUDY OF A NEW SCOTTISH OPEN PLAN SCHOOL

ED128070 .

by
David Hamilton

Vith iilustrativrie by

Marjorie Campbell

PS 008729

1976
The Scottish Councii for Research in Education

2




ERIC.

@ -text and illustrations:

. _ ) s ' 7:{371-
The Seottish Cownoil for Regearch in Fdusation,

. - o e PN = = o “v Zs @m Ezggg’

"PERMISSION 1O REPROGLCE Tris copy. | EDINBZEGE

AIGHTED MATERIAL HAS BEEN GRANTED BY
1 EH3 6DR

Pl §%) A WYY AN Nty Tl
ERKC AND OFGANIZATIONS CFEFATING ;.
UNDER AGREEMEMTE WITH THE RATIOMAL IN- [
STITUTE OF EDUCATION, FURTHER REPRO.
DUCTION OUTEIBE THE Emic EYSTEM FE-

OUIRES PERMISSION OF THE COPYRIGHT
OWHER": . ¢ v

3




(1ii)

‘Snace is not merely a background for events
but possesses an autonomous structure’

(Albert Einstein, Physieist)




(iv)

PREFACE

In 1974 the Scottish Council for Research in Education
published Space for Learning, a thirty-page illustrated account
of recent developments in open-plan schooling in Scotland. The
six-month investigation reported in Space for Learning was a
relatively new venture for the SCRE. It did not set out to test
a range of pre~specified hypotheses or even to survey every
aspect of open-plan schooling. Instead, it tried to respond in
an accessible manner to scme of the guestions posed at that
time by teachers and administrators. As a plece of research,
Space for Leayrming was committed to sexvicing a debate, not
resolving it. In the event, its impact exceeded the Council's
expectations. Within eighteen months the report had sold over
Z;GDétéééiéé (wi;ﬁ‘éﬁénéegriﬁésy'énég in the process, had

become recommended reading for students in Colleges of Education.
. H o

In Seaxch éf Structure utilises a similar research
perspective, It draws together a range of current educational
issues by locating them in the day to day work of one open-plan
sch9a1,§ As with Spacz for Leaxming its principle concern is to
contribute - in a sensitising manner -~ to wider discussions

about the problems and possibllities of open-plan schooling.

The first part - directed towards an audlence of teachers,
parents, students, administrators and architects - comprises
an introductory chapter followed by seven separate essays.
The second part - directed primarily towards the research
c~mmunity - outlines the study's rationale and methods.
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GLOSSARY OF COMMON TERMS

A11-through School ...... A school that caters for children of
both primary and secondary age. Schools of this kind
are more commoh in rural than urban areas.

Assistant Head Teacher (early education)...... A teacher who is
given special administratlve responsibility within a
school for the education of children below primary
four level [see below). Formerly known as an Infants'
Mistress.

CLASP School ...... Type of school designed by a consortium of
local authorities in the east midlands of England.
The shell of the case study school (CLASP mark five)
was created by bolting prefabricated units to a
steel frame. CLASP designs were origlnally produced
for areas troubled by mining subsidence. They require
only shallow foundations.

Cross-teaching ...... An attempt to break down the tradition in
primary education in Scotland whereby each class has
the same teacher for most, if not all, of the school
day. Thus in the case study school teachers would
deliberately swop classes or take other teachers’
classes with thelr own. Furthermore, they would
justify their actions on educational rather than
administrative grounds.

DES ...... (Department of Education and Science) The branch of
central government which is responsible for education
in England and Wales.

EIS ...... (Educational Institute of Scotland) The largest
professional organlsation of teachers in Scotland.

Froebel Certificate ...... Teachers with a primary
qualification can extend thelr training for an extra
year (or its equivalent). This makes them eligible
to become Assistant Head Teachers. 1In the past many
teachers who took this additional training also
entered for the Froebel Certificate ~ a more prestigious
qualification offered by the Froebel Institute.
Since 1975 the Froebel qualification has been
discontinued.

Grant-aided School ...... A school outside the fully-maintained
(ie, local authority) sector which receives part of
its running costs from a central government grant.
Its remaining costs are usually met from charitable
gources and/or tuition fees. Approximately 1% of
Scottish primary school children attend grant-aided
schools. (Schools which receive no direct income
from the state are known as independent schools.)

Indepenaent School ...... see Grant-aided School.

Q ( 7
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Infants' Mistress ...... See Assistant Head Teacher.

Integrated Day ...... A term which defiles accurate definition.
Basically, it relates to forms of school orgenisation
which seek to replace lock-step, subject-specific
class teaching. For instance, all the case study
teachers gave thelr children a work programme which
could be followed in anvy order that the children
wlshed.

Local Authority Adviser ...... A local authority official who
has special responsibility for particular age groups
and/or areag of the curriculum. Essentially, he
cxr she acts as the link between the schools of a local
authority and the higher reaches of the administration
in that authority.

Maintained School ...... See Grant-aided School.

Open Plan School ...... A school built to a design which does
not include self contained classrooms. Typically,
an open plan school has fewer internal doors and
walls than a classroom school accomodating the same

number of pupils.

Primary One - Seven ,..... Official designation of the seven
years of primary education in Scotland. At five
years of age children enter primary one, Sometimes
the primary range is also divided into lower primary
(PL-3) and upper primary (P4-7).

SED ...... (Scottish Education Department) The branch of
central govermment in Scotland which, among other
things, is responsible for matters affecting primary
education,

Team-teaching ...... A method of teaching whereby & 'team' of
more than one teacher shares responsibility for a
group ¢f children. Team teaching is another attempt
to break down the tradition of one class, one teacher
(see (ross-teaching).

Vertical Streaming ...... (Alsoc known as vertical grouping ox
family grouping.) A mode of school organisation
whereby teaching groups comprise children whose ages
differ by more than a year. (Vertical streaming is
usually presented as an alternative to year grouping.)

* % ¥ * % ¥ %
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INTRODUCTION

'If structures exist it is up to the
observer to elicit and analyse them'

(Jean Piaget, Psychologist)

Following the publication of the Scottish Education
Department Primary Memorandum (1565), the educational provision
fer young children in Scotland has advanced in a number of
directions. The emergence of new specialisms, the transforma-
tion of existing schemes of work and the build-up of resources
for ‘'slow learners' have all been the subject of detailed
discussion and recommendation. BAssociated with these organisa-
tional and curricular changes there has been an equivalent
movement towards rethinking the educative environment that
contains them. The architectural label 'open plan' has often
been used to characterise such trends. Yet, the link between
the educational and architectural usage of these terms is
rather weak and implicit. The work of teachers and architects
tends to be surrounded by an atmosphere of apprehension,
diffidence and ambiguity. In both spheres, theory and practice
remain unable to integrate their respective understandings and
experiences. '

Until recently, attempts by researchers to overcome this
separation of theory and Practicé have been hindered, even
foiled, by the absence of suitable two-way communication
channels. In the past, questianégPQSéd by practitioners have
been obscured or trivialised by the specialist processes and
languages of educational research. Not surprisingly, the
answers offered by researchers frequently turned out to be

inadequate, incomprehensible, or irrelevant.

Origing of Project 7
11

In 1973-74 the SCRE began to address this problem and produced
Space for Learnming, an informative account (written by Malcolm



Corrle) of 'teaching and learning in some Scottish open plan
primary schools'. Given the success of this initiative, the
Council sought outside financial support for its extension.
Unfortunately, however, varlous economic, administrative and
financial problems intervened. , For example, the imminent
reorgaﬁiséti@n of local g@vernﬁent in Scotland meant that it
was unusually difficult to dovelop school-based research
programmes extending beyond May 1975. The officials and elected
bodies which could give their approval for such research had
not yet come into being. For this and other reasons Malcolm
Corrie moved on to an alternative project and the open-plan

research programme was reluctantly allowed to lapse.

A new possibility emerged towards the end of 1974. 1In
September of that year the lower primary department of a
Scottish grant-aided school (ié, a school outside the local
authority system) moved from an old classroom building into a
newly-constructed open plan annexe. Following discussions with
his colleagues. the headmaster of the school approached the
SCRE with the suggestion that the new building might be a worthy
research topic. Somewhat to the headmaster's surprise - but
also with his active support - the offer was speedily processed
and within a matter of weeks an application for research funds

wa

]

submitted to the Social Science Research Council in London.
The proposed twelve-month investigation - 'A Case Study of a
New Scottish Open Plan Primary School' - eventually began on

April lst, 1975.

Aims

The case study research strategy was first outlined in an early
information sheet:

'Initially, the study will build upon topics suggested
by the school staff and other interested people (eg,
parents, HMIs, the architects). Later, the staff
will be invited to comment, during the course of the
investigation, upon interim and provisional research
reports. Finally, to preserve the integrity of the
school and the researcher, prior and mutual agreement
will be established r= to the publication of any
material that might wuerge from the study'.

As this quotation suggests, the research aimed to be (i) selective,

(ii) collaborative, and (iii) mutually acceptable., By these

12
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means it vas hoped to overcome some of thie communication

problems referxed to earllex,

(1) Fzxom the outset there was no imtention to describe or
analyse every aspect of 1ife in an open-plan school, Toplcs —
selected as the research proceeded —~ were chosen to be of
relevance both to the workings of the casse-study school and to
open-plark schooling in genexal, As such, the essays in this
report are more issue-centred than school-centred. Their
primary concerm is to :j.llum:;li;ate th® general through an
analysis of the specific.

(il) ‘The decision to seek the partdcipants' comments on
preliminary drafts of the report arcse from a belief that
educatiorxsl reseaych c¢an gain a great deal from the insights
and experiences of educational practitioners — especially those
who woxk in areas of development and inmmovation. To the extent
that gchool= bear the brunt af educational change, classreom
Qraétiéé is uswally moxe responsive to oultsilde pressuxes than
educatiomsal reseaxch. For insta:léé , researchers may or may
not choose o ks fully aware of the educational consequences
of changes £n the birth rate., Teachers, however, have no such
option; they have to adjust to the changes whethex they
understand them o not. In a gemeral serse, this places
researchers and teachexrs on opposite sides of the theory/
practice dlwide. Researchers temd to be articulate about
practice’ but imcompetent 7 practice whereas ﬁeacheri% tend to
be competent i? practice but inaxticulate qbout practice.
Fortunately , these perspectives are complementary. Thus, the
essays in this report attempt to mexge the skills of xesear chers
and practitfoners by making explicit and accessible some of the
ideas and g::'aéiisés ylij.hét ha;ve developed alongside the growth
of open-plan schooling -

(iii) The guaxantee of mutual agresment over publication
helped to initdate a relationship of @pe;ﬂ-nésé between the
researchey and the school. The allded policy of submitting
interim reports also helped in this respect. Both strategies
prevented the xesearcher's concexns from drifting too far £rom
thoge of the practitioners, In turm, the school's acceptance
of these ¢ssays at the end of the resesrch was merely a minor

element in a iiélagga that had commenced almost fifteen months

L earlie:.
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Oper=atZors.

Consonant with the beldef that eduwcational research should
move nuch cloger to the world of the teacher and pupil, the
okenn-plan study was bullt round a timetaprle of school-based
fiel dvork. Fox dnstance, over a ten month period between
April 1975 and February 1976, the researcher spent seventy days
at the case—study school cbserwing, interviewing and writing.
The remainder of the research time was taken up with the
arialysis of Yesults; the collection of paterial fron other
sources (books , journals) ; and the prepaxation and production
of the fi}xéi'fépr::rti

The identdty of the case-study school has been deliberately
omitted fxom this repoxrt. In this anadysds of open—plan
schooling, its name is not so much a secret as an irrelevance.
Similarly, but fox different ressons, teachexs'and pupils ' names
have been chranged. In so far as all the teachers and pupils in
tite cage-study school were observed, all of then corrtributed
to the researchr. Hemce, to highlight the actions or words of
orke person ratizer than another is comsidered to be misleading
if not inwvidiowus,

The Cage Study SeFwol

The single storey cpen-plan amexe refexrred to in this
report wag cois tructed uzing the CIASP system of industrialised
school building. The original intention was to provide class
bases and commumal areas For eighteen year-groups of twenty—
five children between: t:ihe ages of fiwe and eight, However, by
the tine it was openexd in September 1974, the new building also
housed some of the primary four (ie, ni:aeé:year-:alci) <hi ldren. |
This arose fxom a separate decision to xeduee the overall
schiool roll. The nmergex of classes that fFolloved from this
recuction also meant that the average size of the primaxy three

and four classes was nearexy thixty than twenty-five pupils.

During xts first year the cpen-plam aXnese was staffed by
eighteen class teachers, two assistant hend teachexs (one of
vhom was also a class teacher), one full-tAne gym teacher and
two part-tine teachers of craft and musdic, In addition, three
ful.l-time awciliaries assisted the {claag teachers with their 14
day” to day work. The routdne administraticon of the open-plan
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buildinr was shared by the two assistant head teachers vho,
in “urn, lialsed with the (male) head teacher of the prim ry -
department and the headmaster of the entire school.

.'The fact that the open-plan annexe wasg part of a grant-
aided school made 1t stand out frem local authority primary
schools in two ways that are relevant to thils report. First,
its pupils vwere drawn almost entirely from professional
families. Second, it operated without the support of local
auth@ﬁityradvisers. In practice, this latter state of affairs
meant that the educational policy of the open-plan annexe
derived much more from internal school-based discussion than

from external decisions taken at the local authority level.
In Searaoh of Struature

Although written independently, the essays in this report
share a unifying feature., Each one focuses : on £he emergent
rationale or structure of open-plan schooling. 1In this context
the term 'structure' refers to the way in which the separate
but related elements of a scﬁéal (eg, curriculum, methods,
design, administration) can be envisaged - in theory or in
practice - as comprising a coherent but dynamic system. Thus
the removal of doors and walls does hat’signal a move towards
iunstructuféayiééﬁééﬁiéﬁ; !ﬁather}'iﬁ féfééhééﬁﬁé‘a‘éhénge from
cne»kinﬂA@f structure to another. Open-plan schools aspire to
a 1cgi§ of their an; They are not Lll;assartéd aggregatés of
broken-down classrooms. Thelr aim is to be different, not

degenerate.

Juat as thevcaseﬁstuay school came to terms with the
potentialities of working in an open-plan setting, so these
essays try to come to terms with the complexities of contemporary

schooling.
Outline of Essaye

The first twoe essays provide an historxical context.
Béa&miﬁg an Open Plan Sehool describes the events, controversies
and decisions that surrounded the design, and inauguration of
the case-study building. The second essay (Open Plan Schools
Past and Present) takes a wider view and pin-points some of the
social and educational factors which have influenced school

design in Saatiaﬂa over the last three hundred years.
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Essays three to six probe various aspects of life in the
case-study school. First Days at School discusses some of the
techniques of téaching in an open-plan setting by exloring the
initial school experiences of one class of five-year-olds. The
fourth essay (The Case of the Missing Chairs) investigates the
relationship between teaching techniques and material resources,
Specifically, it considers the widely-held nation that a modern
primary school can be organised around less than one chair per
pupil. ALl Work and no Play? (essay five) examines the
changing character cf the primary school curriculum by
concentrating on a group of teachers who wanted to abolish the
conventional distinction between work and play. The sixth
essay (Eptsodes of School Life) rounds off this section by
giving a descriptive account of a day in the life of a pupil,

a teacher and a class. As such, it augments the ideas

contained in First Days at School.

The final and concluding essay (The Logie of the Open Plcn
Sehool) brings together the preceding accounts. Its purpose is
historical events, educational assumptions and practical
constraints that, taken together, hava created the form of
educational organisation known as open-plan schooling. Second,
it underlines the fact that any open-plan school is not a static
entity but a finely balanced dynamic relationship between sets
of beliefs and practices. As such open—plan schooling is
always changing in response to new events, new experiences and

new ideas.

Thue, the last essay attempts simply to explain the
emergence of open-plan schooling, not to justify it in any
particular form. Whether or not open-plan schools are a 'good
thing' is something that research cannot demonstra*e by itself.
To the extent that goodness is also related to varying moral and
social standards, it cannot be ambiguously deduced from the
application of a research technology. Ultimately, the value of
open-plan schooling is a matter for the community to decide,
not the researcher. The essays in this report may assist in

that decision making, they cannot replace it.
1’7 12th February 1976.
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BECOMING AN OPEN PLAN SCHOOL

'0f course every social anthropologist
recogntses that societies exist within

a matertal context ... But such coutext
1s not simply a passive backcloth to
social 1ife; the context itself is a ,
soctal product and 1s itself "structured®.'

(Edmund Leach, Anthropologist.)

This essay distils the precipitating events and eritical
dectsiong that helped to shape the architecture and
organisation of a new Seottish open plan primayy school.

The official and semi-officiaml literature on open-plan schools
nakes constant reference to the problems faced by teachers moving
into such mew settings. For example, the xeport of a DES survey
in 1971-72 included the following recommendation:

'Teachers (Q’articulafly but not only head teachers) who

are to be tranaferred to new buildings should have the

cpportunity to visit achools of aimilar design a:ia, if

possible, their own new school before it is occupied,

5o that they may more readily prepare for the change'.
Similarly, an EIS report on 'I‘he Open Plan Primary Schoé; (L972)
suggeated that 'whenevey pﬁsaibla ad hac in-gervice t.ra;ning
courses should be made available to teachers on appointment to
open-plan schools' and that 'Collages of Education should prepare
studenta ... for employment in open-plan schools' by using the
'axpertise and km:‘wlgdge of teachers experienced in such schools'.

; H

This expressed concern abaut the novelty of open-plan

schooling became a topic for part of this research. It vas
deci®ed to capitalise upon the 'expertise and knowledge of

18
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teachers' by collecting and reporting the experiences of thosge
who had participated in the changeover from the old to the new
buildings. Thus, this account not only documents a sequence of
events but also presents the participants' views on the signifi-
cance and value of the change strategies that were followed.
In the Beginning

The origins of the open-plan annexe can be traced back to
1967 when a decision was taken to amalgamate two all-through,
grant-alded, single sex schools. Although these two schools shared
a common name and origin, theilr main buildings accupied three
sites more than a mile from each other. The initial idea -
subsequently realised ~ was for the two separate parts of the
girls' school to be transferred to the more extensive boys'
campus. At that time, the respective achool staffs had very
little contact with each other. In particular, the members of
the primary departments had evolved different schemes of work ard

patterns of organisation.

Given the fact that overall pupil numbers were to remain the
same befcre and after the merger, the provision of new bulldings
on the boys' campus was an immediate concern. However, until
higher-level decisions had been taken as to the extent, nature,

location and financing of the new accommodation, much of the

A wvorking party was convened by the head teachers of the boys!'

and girls' schools to explore these and related issues. After a
period of fruitful discussion the working party eventually met

less and less frequently. ~As one member pointed out, its cantinbgﬂ
progress was impeded by a 'lack of something to bite on',

In 1971 decigions began to crystallige, The primary staffs
were officially informed of the development plans. Theae
inecluded the modification of the existing primary building
(built in the 1930s8) and the construction of a CLASP open~plan
annexe for the younger children. A nine person 'Briefing Panel'
was get up to retain overall planning responsibility. Its
membexship comprised the two infants' mistresses, five other
class teachers, the head of the boys' primary department and,
as chalrman, the headmistress of the girls' school. The Briefing

Panel met formally on seven occasions betwsen June and December

ERIC 20
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1971, Its work encompassed two broad areas: (1) the preparation
of a detalled remit for the architects; and (2) the formulation

of organisational plans and educational policy for the new

buildings.
By the summer of 1971 the Briefing Panel agreed that the new

'lower primary' accommodation should follow a 'single storey
hahayccmb plan' and that it should provide teaching bases and
communal areas for eighteen groups of twenty-five children

(ie, six groups for each year from Primary One to Primary Three).
This last decision revised an earlier decision by the head
teachers' working party that the new buillding should provide for
the first four years of the primary department.

Although the Briefing Panel accepted the prior decision to
'go open-plan' its members shared considerable uncertainty about
the educational practicalities of such an innovation. Indeed,
the absence of detailed plans at this stage merely heightened
the feelings of doubt: the prospeat of a 'hangar' for a school
provoked 'strong reactions of horror' among the rest of the
staff. To confront these feelings, the architects and the head
teachers of the two schools made contact with the CLASP head-
guarters in Nottingham and, as a consequence, were invited to
visit a new open-plan CLASP school in the same county. Later,
the two infants' mistresses and two other class teachers made a
similar trip. In the event, this Anglo-Scottish contact proved
a turning point. An opportunity to meet other practitioners and.
senior teachers not only to overcome their own doubts, but,
equally important, to answer the practical questions posed by
their more apprehensive colleagues.
Early Plans

The first drawings for the new building were produced in
October 1971 and represented an architeétural interpretation of
the early proposals put forward by the Briefing Panel. Subsequent
drawings gradually expressed a more educational emphasis as
members of the Panel came to appreciate the limitations and
building. In particular, close attention was paid to the
disposition and orientation of the various elements of the plan.

21
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For instance the Briefing Panel considered the location of the
pupil lavatories (were they within easy reach of the teaching
areas as well as the playground?); the size of the class areas
(could they be expanded by decreasing the size of the home
bases?); the availability of storage space (what was the optimum
balance between centralised and class-based facilities?); and
the extent of the hall (could it be realigned or expanded to

incorporate one of the adjacent project areas?).

A series of outside visits also began during this period.
By the time the building was eventually occupied, only three
teachers (out of  twenty) had not been inside another open-plan
school. (Most of them had been on official visits, some had
made private arrangements, and a few had attended open-plan
schools as part of their teacher training.) These outside
visits were sometimes reciprocated. The headmistress of the
Nottinghamshire CLASP school also spent a (planning) weekend
in Scotland.

The most complex questions discussed by the Briefing Panel
arose from the last of its tasks: the formulation of educational
policy. 1In essence, the debates rEVErberétea around two
guestions: (1) should the lower primary timetable be extended
to incorporate a lunch break (at that time both contributing
schools sent their children home at one o'clock)? (2) Should
the open-plan classes be formed on the basis of year groupings
(as used by the boys' school) or should they follow the pattern
of the girls' school and include children from more than one
annual intake?

The minutes of one of the panel meetings faithfully records
the tone and substance of the debates: 'Views were widely
divergent on the desirability of extending the school day beyond
the dinner interval and also on the allied questions of open-plan
and vertical streaming'. As indicated, these differences of

opinion related to pre-existing patterns of organisation. The

streaming while the teachers from the boys' school saw the
provision of dining facilities in the new building as a means of
dividing the school day into smaller units of time.
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To the extent that the members of the Briefing Panel
aligned themselves on the basis of their existing school
allegiances these debates were as much about 'them' and 'us' as
they were about different patterns andvpricritiEE for primary
educatien. Various alternative saluﬁimns to these problems
were debated at length but a satisfactory compromise suéceésfully
eluded the Briefing Panel. In the meantime, an outside decision
to feed older children in the new building meant that dining
facilities were, in fact, incorporated in the plans. Nevertheless,
the original points of contention remained unresolved. Gradually,
it besamé clear that, taken individually, the issues could not
be resolved thréugh compromise; there were no halfway positions
that could be adopted.

In this atmosphere of impasse an’ appeal was made to a higher
authority within the school. Following joint discussions between
the chairman of the Briefing Panel and the headmaster of the
boys' school (who was also head-designate of the combined schools),
the debate was foreclosed in favour of a 'temporary' solution.

It was decided that the néw open=plan building should follow a
system of year grouping (as preferred by the boys' school) while,
at the same time, retaining a shortened day for the children in

primary one and two (as preferred by the girls' school).

Taking Shape

The following eighteen months were relatively quiescent.
The Briefing Panel was disbanded and the architects, surveyors
and contractors were left to prepare for the construction phase
that began in the summer of 1973. Over this period the school-
based arrangements were handled informally by the two infants'
mistresses and the head of the boys' primary department - all of
whom were to retain their responsibilities when the new building
was opened. Most of their joint attention was focussed upon the

s&léction of equipment, furniture and fittings.

The most crucial planning decision at this time hinged upon
the optimum allocation of tables and chairs for each class area.
This last issue arose in the context of a wider debate. There
is a school of thought in primary education which holds that a
class of children do not nééd a full complement of chairs and

tables since a proportion of the class will alway~ be engaged
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on non-sitting activities or working outside the teaching area.
whatever the educational merits of this idea, it offers a very
strong financial inducement: money that is saved from a global
furniture allowance can then be spent on other items (eg, storage
trolleys, work benches, display screens). In practice the power
of this financial logic helped to tip the balance. It was
decided to order sufficient chairs and tables for only sixty

per cent of the expected population of the new building.

As the amalgamation date inexorably approached, a new sense
of urgency entered the discussions about the new building.
Small-scale but essential arrangements needed to be agreed and

- implemented. In February 1974 (ie, six months before amalgamation)
the headmaster of the boys' school set up a new lower primary
Working Party which remained in existence until May 1975. This
eight-person committee was an extended version of the ihfarmal

triumvirate which had existed up to that time.

The agenda of the Working Party's first meeting indicates

the range of tasks that still remained to be considered:

(1) Building: telephones; fire alarm; bells; furniture;
blinds/curtains; clocks.

(2) Organisation: allocation of staff, pupils and bases;
names of classes; rules and regulations; fire drill;
requisition; stock, stationery; textbooks; timetable;
specialist staff; intervals; use of hall/dining room;
library (use of supervision); plans for removal;
remedial work; auxiliaries; care of fabrie; access
for pupilsé; communication with parents re opening;
curriculum planning; coordination of work; supervision
of lunch and play time; organisation of display areas;
pianos.

(3) Bunning of Department: assemblies; communication with
staff and parents; vregisters; attendance sheets;
reports; confidential records; care and charge of
equipment (TV, tape~recorder, radios, record players
etc); use of building outwith school hours.

At a later stage the Working Party also outlined the general
and specific responsibilities of the three auxiliaries (egqg,
supervision of the playground, recording of radio programmes,
preparation of paper and paints); and organised a timetable to
suit the specialist teachers (music, craft, remedial and gym) ,

‘some of whom taught elsewhere. 25




16

The only new plans prepared by the lower primary Working
Party related to the‘;anas;apea play areas that were to adjoin
the new building. Again, the discussions were influenced by both
economic and educational considerations. Although the Working
Party was committed to the idea of specially equipped areas
(as had been the case in the girls' school}, it was never able
to move beyond the stage of preparing sketches and models. Any

detalled specifications and estimates had to be put aside until

_ the final (actual) costs of the building became known.

Moving In

At the end of June, 1974 all the lower primary teachers at
both schools packed their books, materials and equipment in
preparation for the start of term on August 20th. In early
August, however, the opening day of the autumn term had to be
put back a fortnight since it became clear that the new building
would not be ready as planned. Some of the teachers did not
learn of this new development until they fétuIﬁEdier a staff
meeting in the week preceding the 20th August. By then, the

entry date required further revision.

These new developments prompted a significant rethink of
the plans - 1t became impossible to delay the start of term any
fu:théri Temporary teaching arrangements were brought into
operation, Fartunaﬁély, the building used Qieviéusly by the
lower primary department of the girls' school was to remain
empty until the first of October. It was hastily zeépenéd and
used as short term accommodation for the six primary two classes.
The primary three children were not so lucky. Thelr teachers
drew lots and moved with their classes into the vacant spaces' in
the boys' school. The gymnasium, the medical room and a cloakroom
were pressed into service. Meanwhile, the primary one children

remained at home for a further three yeeks,

Altﬁéugh;these bridging solutions undermined the Working
Partyfs'plans‘far a smooth phased entry into the new building,
their éffects wére'naﬁ entirely negative. Far instance, the
period of temporary accommodation in the old buildings gave the
primary two children and their teachers a chance to establish
working relationships without being faced with the uncertainties

of an entirely new situation. .
H
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A further consequence of the delays was that much of the
teaching apparatus (eg, books and eguipment) remained packed
away and relatively inaccessible. For this reason the programme
of work followed by the teachers during these early weeks
necessarily stressed activities that required a minimum amount
of additional materials. This enforced shortage of resources -
to place particular emphasis upon seatwork, especially maths and
writing. Later, several of them remarked that in this way their
classes had beenégiven a 'flying start' in erucial areas of the
curriculum,

A final positive spin-off from the late start to the year
was that the individual Pl teachers were better prepared (both
mentally and materially) to receive their new classes. While
the children were at home (or nursery school) their teachers
prepared work cards, organised maths and reading material, and
generally thought out what they were going to do when the new
building was finally ready. One teacher felt that this made it
easier for the children to settle in. Two other teachers also
indicated that the advance planning had had more long term
repercussions. Ten months later (ie, when they were interviewed)
they attributed the fact that they were Tghead' in their work
to the extra preparation that had been possible the previous
September. Finally, one experienced teacher even suggested
that the start of the new year had been made easier because the

new children were five weeks older.

Eventually, the parents of primary one children were
informed that the new building would be open on Monday, 23rd
September. Throughout the previous weekend the builders and
teachers worked together to render the new annexe h%bitable.

As the carpet was laid, so the tables and chairs were put in
position. One week later the primary two classes transferred
from the girls' éch@al and the primary three classes crossed the
playground from the old buildiné as their individual areas were

made ready.

By the middle of October, 1974 the new building had become
the sole workplace for twenty teachers, three auxiliaries,

seven cleaners, five kitehen>sta£f and about 470 children.

- BT
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Contrary to expectation ('We prepared for a digzaster that
never happened') the transfer proved relatively uneventful. No
major difficulties interrupted the 'smooth chaos' of the actual
move: 'The children didn't turn a hair' ... 'They came in and
sat down and we never loo%ed back'. The only contrary reports
came from the three teachers who were new to the staff and from
the primary one teachers whose class areas were flooded by a

burst pilpe shortly after the start of term.
First Reactions

Because of the long peried leading up to the establishment
of the new building, seventy five per cent of the teachers had
at least two years warning of the move. The remaining staff
joined the school within that period but, in every case, knew
about the open-plan building before accepting their appointments.
One benefit of this advance notice was that both c@nt:ibhting
schools began consciously and visibly to move towards more
open forms of organisation. For instance, classroom doors were
left open; children were encouraged to move about the school
unsupervised; and corridor space was used for quiet areas or
for painting, craft and library work. Thus, the children as
well as the teachers and parents were encouraged to reflect

upon the changes that were imminent.

Even so, the teachers faced the move with mixed feelings.
Excitement about the possibilities of such a design were
tempered with apprehension about new and possibly intractable
difficultlies. The maintenance of standards, the eliminaticn of
noize interference and the management of the open-ness of the new
building were repeatedly cited in this respect. Latterly, the
merger of two separate staffs - each with their own established
patterns of precedent and usage - was also envisaged as a

potential source of difficulty.

In the event, many of the anticipated problems were much
less praminent than expected. The novelty of the open-plan
setting, the stop-go atmosphere at the beginning of term and the
urgency surrounding the actual move gave the teachers (and
children) only limited Qépartunity to dwell upon any such
difficulties. One member of the working party portrayed the
staff at this period as 'sisters in adversity'. Another
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participant described the shared feeling among +the gtaff in the
following térms: 'We were all walting to fall off the precice ...
(but) we jolly well had to get on with ii'.

Despite a range of teethiny troubles (eg, repeated failure
of the heating system; fire doors that would not shut; windows
that would not open; lights that fused whenever the kitchen
was in use; and toilet handles that fell off at the slightest
hint of juvenile pressure), the rest of the first term passed
relatively uneventfully. Although the delivery of furniture
and equipment was delayed, most of the critical ﬁeficiéncies
could be rectified using supplies from the old buildings. This
proved especially significant with regard to the level of
seating. All the teachers - even those who had been in favour
of a reduced provision - 'topped up' their complement of chairs
and, in some cases, raised the level to over one hundred per

cent.

The remzining task for the lower primary Working Party
during the first year's occupation of the new building was the
compilation and recompilation of a 'snagging list' for
presentation to the contractors and suppliers. While these
shortcomings and deficiencies were gradually overcome, the
completion of the outside adventure playground praﬁed impossible.
No further funds were forthcoming and the scheme was reluctantly

allowed to lapse.

The final organisation of the new building differed from
the intended brief in two respects. First, it included one of
the primary four class and second, it embodied an ineipient form
of vertical streaming. The presence of the primary four class
arose from an interim decision to decrease the size of the
overall school roll by about fiftéen per cent. The ultimate
goal (to be achieved in the lower primary building in 1976-7)
prescribed five classes of twenty five children in primary one
and two, and four classes of thirty in the remaining years of
the primary school. For this reason the new annexe opened with
a transitional form of organisation: eighteen classés éprea&
over four years in the ratio 6:6:5:1. The start of the 1975

autumn term saw a further contraction (5:5:5:3).
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The gradual emergence of a weak form of vertical streaming
arose partly from this contraction, but also from the fact that
two teachers did not meve from their original teaching areas when
they took new classes in 1975-6. Eath:these events meant that
the children in primary two, three and four began to work in
areas originally designed for younger children. More important,

they began to work alengside these children in communal areas.

Ironically, both of these changes took the school back
towards forms of organisation that, after much delibevation,

the 1971 Briefing Panel had decided to reject.

IN RETROSPECT

This account began by quoting the reports of two surveys,
both of which imply that in recent years very few teachers have
had the opportunity to 'readily prepare' for any move into a
newly-designed school building. If this state of affairs is
still true, then the events described above must be considered
exceptional. They are, however, in line with what the reports
indicate to be desirable. For this reason, if no viner, they

are worthy of some further general consideration.

1. Many interpretations of educational change focus on the short
term difficulties and constraints. By placing events in a more
extensive time span, this account suggests that the move into

the new building was only a minor episode in a series of long
term and perhaps more momentous changes. The earlier decisions
to integrate two single sex schools, to implement vertical
streaming and to open classroom doors may, in fact, have
represented a much more profound reorientation of the schools'

educational values.

2. Although published accounts typically stress the importance
of consultation between architects and teachers, they focus very
little attention upon the attendant problems. The guiding
assumption is that teachers know what they want; that they can
agree about it among themselvés: and that they can articulate
their requirements in architectural terms. As this account
indicates, none of these conditions is easily fulfilled. 1In

particular, the design sequence used by educaticnalists may not
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fit the conventions of architectural and bullding practice.

For example, decisions that teachers would perhaps regard as
relatively low down on their list of priorities may, in fact,
be pre-empted by earlier and lrreversible decisions unwittingly

taken by the architects.

3. similarly, prior discussions need not always produce consensus.
There is always the possibility that they will generate heat
rather than light. More important, differences of opinion may,

as shown above, prove to be logically irreconcileable,

4. There 1s a further architectural issue which relates to the
difference between building an entirely new school and building
an extension or replacement for an existing school. When a new
school is commissioned, many of the major decisions will,
almost inevitably, have been taken before the appointment of
staff. Thus the main problem is administrative - choosing the
staff to fit the new building. When, however, an extension is
to be built, the main problem is in the realm of design -
fitting the school to the (existing) staff.

5. BAdvance educational planning is a precarious and delicate
affair. Although it is possible to make elaborate prepnrations
for a move into a new building, such plans can never cover all
eventualities. Overplanning may create more difficulties than

it solves. 1Indeed, the mést crucial planning decision may be

the identification of those issues which are to be deliberately
neglected.

6. Vhile a single unrepeatable event like a coronation or
moonshot must be planned and rehearsed to the utmost detail,

the opening of a school is a rather different affair. 1In an
educational sense it is very difficult, if not arbitrary, to
stipulate the point at which a school has become fully operational
since cumulated experlences offer frash opportunities and changed

circumstances bring new problems.

7. The admittance of outside visitors to a new school poses
special problems. It is sometimes suggested - as in the DES
report - that new schools should be fzee from outside visitors.
Yet, at the same time, it is also proposed that teachers should

be encouraged to visit other 'schools of a similar design'. If
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comparable schools are built and opened at about the same time,

then both these conditions cannot pe fulfilled simultaneously.

8. Although the logical analysis of the previous paragraph may
seem rather academic, it has real praccical consequences. For
instance, what policy should a new school adopt when faced with
requests from prospective visitors? Should it impose a twelve
month moratorium and anxiously prepare for a 'gala' opening?

Or should it allow spec-ators to attend its early and possibly
fumbling rehearsals. Clearly, there are a number of conc.idera-
tions which might influence such a decision. Firzt, any new
school cannot impose a strict ban on visitors. A constant
succession of adults will almost certainly pass through the
building while classes are in sessilon -~ tradesmen, architects,
commercial representatives, administrators, inspectors (fire as
well as educational) and so on. Second, visitors can be regarded
as a resource as well as a hindrance. 1In certain ecircumstances
an exchange of views with outsiders may help insiders to clarify
their ideas or, better still, to resolve their immediate problams.
Third, a policy with regard to visitors will also be influenced
by the context of the school. It will depend, for example,

on the status of the visitors, on the locality of the school

(it is almost impossible tu 'drop in' on - remote school);

on the size of the visiting party; on the pattern and frequency
of previous visits; on the type of activities that take place
within the school; and, not least, on the collective
predispoesitions of the receiving teachers. In certain schools

it may be pessible to treat visitors as a natural and
unexceptional part of the school day whereas in other settings
thelr presence would be surrounded with the trappings of a formal
ceremony. Whichever the actual case, the open design of an
open-plan schocl may, to an outsider, make unabtrusive visiting

much more possible than in a closed classroom situation.

Swmmary

This essay has attempted to present the precipitating events
and critical decisions that helped to shape the environment of
one particular new school. Much more could be written.

Nevertheless, to the extent that this account is conecise rather

32

s




23

and some well-marked signvosts for other people contemplating
a similar journey. While it is true, of course, that other
travellers will have different destinations, it is alsc true

that many of them will use equivalent means of transport.

Note: Besides information provided by the participating
teachers, this essay also includes information derived
from the working parties' minutes and the architect's
planning reports. The quotations are taken from the
following published sources:

Educational Institute for Scotland (1972) The Open-plan

Primary School, Edinburgh: EIS (mimeo).

Department of Education and &cience (1972) 'Open-plan'
Primacy Schools (Education Survey 16), London: HMSO.

Docember 5th, 1975.
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OPEN PLAN SCHOOLS PAST AMD PRESENT

'Structure itself occurs in the process of
becoming ... it takes shape and breaks down
ceaselessly'

(Emile Durkheim, Soeciologist)

Originally, this essay was planned as a desarzptzve
account of chenges in primary school design in Seotland
since the 1940s. Further research, however, dvew
attention to a nineteenth century variant of the open
plan idea known as the monitorial system. Almoet by
chance, these inquiries revealed that the case study
school had also introduced a monitorial form of
organisation qt that time. Tﬁus, there 18 a sense in
whieh, for the second time in its history, the case
study school has 'gone open plan’.

A popular explanation for the emergence of open~plan schools
is that they are cheaper to build than comparable ‘'classroom’
sckools. A more sophisticated argument is that open-plan schools
represent a tacit (if not malign) conspiracy between cost-
conscious administrators, award-seeking builders and architects,
and progressive (le, non-teaching) educationalists.

In a narrow sense these ideas are correct. Yet, viewed

histcrically, they lose much of their logical force. Ehey may
account far the establishment of open-plan schools but, equally,

they can be used to explain every other change in school design

in Scotland since before the Reformation. Although such analyses
can suggest the sources of motive power in the education system,

they are unable to predict the actual form the system will take.
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To explain patterns of school practice and design in economic or
administrative terms 1s rather like predicting the destination
of a travelling motor car simply from a knowledge of its engine
gize.

Thus, to provide a more specific account of open-plan schools
it is necessary to consider a much wider range of influences and
events. This brief essay attempts such a task., It tries to
distinguish and unravel some of the social, religious, political,
economic, demographic and educational factors that have helped to
shape Scotland's elementary and primary schools in the past and

in the preasent.

The first section (After» the Reformation) discusses the
parochial school system that spread through Scotland in the
seventeenth and eighteenth century; the second part (The
Industrial Revolution) indicates the changes that led to the
introduction of a form of open-plan schooling in the early part
of the nineteenth century; "and the final section (Open=plan
Revisited) outlines the events that foreshadowed the reintroduction

of a comparable school design after the Second World War.

AFTER THE REFORMATION

The basis for a national system of schooling in Scotland
dates from the era of the Reformation. In the religious and
political ferment of that time, formal moral education was
proposed as a means of repairing and revitalising the torn fabric
of a disordered society. The First Book of Discipline, a policy
document praéazed by John Knox and others in 1560, advocated that
rudimentary instruction in the principles of religion should be
offered, without regard to sex or class, to the youth of the
nation. Nearly 150 years elapsed before this revolutionpary vision
of universal schooling finally obtained the force of law: in
1696 the Act for Settling of Schoole laid down that the local
landowners (le, taxpayers) were to provide sufficient funds for a

schoolmaster and a 'commodious' schoolhouse in each parish.

To some extent this Act brought the law into line with

existing practice. Certain parishes already provided schooling 35

on the basis of earlier permissive legislation; and many towns
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had maintained burgh schools since well before the Reformation.

Prior to the establishment of day schocols, children of the
'lower orders' received their only formal instruction through the
agency of the church. The minister or his assistant (usually
known as a 'reader' or 'catechist') took extra Sunday services
vhich were designed to extend and reinforce the teachings of the
church. Familles with additional material resources were able
to make a more elaborate provision. Tutors and governesses
could be employed in the home; and older boys could be sent
away to College (ie, University) or to one of the more
prestigious burgh schools (eg, Edinburgh High School). However,
for most young people, secular or vocational education remained
the responsibility of their parents or employers (often the same
pecple) .

As indicated by the Act of 1696, most parishes retained only
one teacher and one school. If a special house was provided for
the schoolmaster, the schoolroom usually formed part of the same
building. Otherwise, the church, the home of one of the pupils,

or some other building served as a substitute.

Not surprisingly, the schoolhouses and schoolrooms of the
18th century were small and sparsely furnished. The inside
dimensions of the house could be as small as thirty feet by
twelve feet. The only furniture in the schoolroom might be the
seating offered by tree trunks or rough-hewn planks. (The use
of tables, desks, slates and blackboards did not become widespread
until the middle of the nineteenth century.)

Here is how one historian has described the schoolhouges of
that pericd:

Built in accordance with local custom, they were simple
cottages, sometimes of one apartment, sametimes a 'but
and ben' - structures of dry stonework, with two small
windows and a rough deal door. The inner walls were
clarted or smeared with a mixture of clay and cowdung,
The roof of undressed rafters and cross spars supported

a thatching of fern, heather, or straw ... The floor
was of trodden earth or clay. The single cottage was
divided by a wooden partition, thus forming living quarters
for the master at one end and accommodation for the
school at the other.
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Guided by the wisdom of the national church, the local
presbyteries drew up rules and regulations for the parish schools
that fell within their jurisdiction. The school day and the
school year were derived from the patterns followed by the
collegiate (ie, monastic) scheols of the pre-reformation period,
Schools wexre open from dawn to dusk and the achool day was divided
into two ox three sessions with at least an hour in between.
Likesise, schoole were open for five and a half to six days per
week and only closed for about two weeks at Christmas and five
waeks in the gummer.

The teaching methods used in the parochial schools were also
of ancient ecclesiastical derivation, The teacher would read out
the 'lesson' line by line and the school children would respond

individually or in unison. By these non-literate means,
children began to learn the Lord's Prayer, the Creed and the

words of the more popular psalms.

The most significant educational changes in the post
Reformation period came in the realm of curriculum. School texts
had to meet the approval of the newly established chuxch. 1In
1648, for example, the Church of Scotland produced its own
version of the Shorter Catechiasm to replace a privately produced
edition which wap felt to be theolegically suspect. This early

or moral character which schoolchildren were expected to learn
by heart (eg, Who created you?: Answer: God; Of what was (sic)
you made? Angwer: Of the dust of the earth.).

Clearly, much of what passed for instruction in an 18th
century school was repetitious; the form and content of the
basic lessons varied little from day to day. Nevertheless,
children who became more proficient were given a chance to show
their virtue by leading the catechism or even deputising for the
gchoolmaster in his absence. Hence, any child who f£illed this
role regularly became known as.the leader or dux of the class -
a term still-used in Scottish schools to describe the most
academically successful pupil.

The Shorter Catechism also played its part as a reading
primer, From 1696 it appeared with individual letters (and
numbers) printed on the cover and was widely used in that form
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until the end of the nineteenth century. Later editions also
included syllables. After children had learned to recognise
their 'letters' they graduated to the more complex sounds cf the
syllables and then on to the printed material inside the
Ccatechism. Gradually, therefore, children began to learn from
print rather than through the medium of verbal communication.
By the end of the nineteenth century the first 'R' had found its

place as a basic element in the school curriculum.

For many children this type of rudimentary instruction
represented the high point cf their formal schooling. Any
additional subjects required the pupils to provide special
equipment (books, papers and pens) and, furthermore, to make
supplementary payments to the schoolmaster., For these reasons,
if no others, writing and arithmetic remained educational

luxurles.

Throughout this period parental poverty, outbreaks of famine,
epidemics of disease, the seasonal demands of an agricultural
economy and the reluctance of landowners to pay higher taxes all
helped to keep school attendance and pupil achievement at a low
level. TIndeed, there is still some doubt whether every parish
could claim the existence of a regularly functioning school or
whether the related precept of universal education was widely

accepted among the tax-paying sections of the community.

Tn the context of this account, however, it is perhaps more
important to consider what happened to tuhe children who actually
went to school than to argue about the overall levels of schooling.
Tt would be interesting, for example, to establish the varying
patterns of school attendance. (pid the pupils attend all day and
every day? What happened during the summer w.aen they were
required to work on the land?) Likewise, historians know
relatively little about the composition, size and work of the
schools. (What age range did they cater for? What was the ratio
of boys to girls? Did adults attend in the winter? Did whole
class teaching methods predominate? Did the curriculum vary for

different children?)

The evidence relating to all these gquestions is, as yet,
rather fragmentary. Different sources yield different estimates.

Tt is not clear, for example, whether every child was expected to
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attend all of the day-time sessions prescribed by the presbyteries.
It is certainly true, however, that extra (ie, specialist)
classes were held in the early morning or the evening, but it is

much less clear how the intervening periloeds were spent.

The regulation curricula of the 1l6th century are somewhat
better understood. An indication of their form and content can
be learned from presbytery records. Certain parish schools -
like most of the burgh schools - offered advanced courses which
were taken (and paild for) subject by subject. Besides reading
and writing, the older and more successful boys might receive
instruction in Latin (essentlal for university in the early 1l8th
century); geography (biblical and modern); arithmetic (actually
a form of book-keeping); navigation and French. Such a
curriculum did not emerge by chance. The gradual introduction

of thesze secular subjects accurately reflected Scotland's growing

status as a trading nation.

THE INDUSTRIAL REVOLUTION
From the middle of the eighteenth century the type of
schooling described above was subject to increasing external
pressure. Indeed, it was partly responsible for creating the
pressure. The industrial revolution, an unprecedented growth
in population (65% between 1755 and 1820) and waves of migration
towards the growing industrial :é§tres all helped to change the

face of Scotland's educatlion system.

Wwithin the existing framework of legislation, the lowland
parish and burgh schools were unable to cope: the law only
stipulated that one éehcal and one schoolmaster could be
maintained by local taxation. In short, an education system
devised in the sixteenth century to meet the small-scale needs
of Scotland's domestic and rural economy could no longer satisfy
the growing technological appetite of the factory system nor

act as an effective guardlan of the nation's morals.

The school system began to diversify as different localities,
groups and individuals sought to f£ill the gap between the increased
demand and the limited supply. A wide range of non-parochial

institutions began to flourish. 'Adventure' schools were set up
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by private teaehexs; ‘svbscriptian‘_schaels wére founded by
groups who then empléyea a géacﬁer; éharitahle schools were
established by organisations like the Society in Scotland for
the Propagation of Christian Knowledge; and church 'sessional'
sgchools were,farmga‘te augment the existing parochial provision.

Despite these efforts the number of children who were
bypassed by the school system continued to be a source of national
alarm. Most of ‘the rectmmended solutions were based on the pro-
vision of extra one~teacher schools. Schemes of this type were
woefully inadequate, They were not only undermined by a shortage
of sultable teachers but alse by the inability of many of their
prospective pupils to pay for such an education - even if it
could be provided. The problem, therefore, was both economic
and educational.

An alternative solution - to increase the pupil/teacher ratio
was rarely considered. Certain burgh schools had large classes
(eg, 150 boys) but also employed extra teachers for specialist
subjects (eg, English, writing, Latin). Such forms of organisation
however, presupposed a weélthy population which could provide

the necegsary accommodation and salaries.

By 1810, however, a radically new form of school organisation -
the monitorial system - began to gain ground in the urban areas of
Scotland. Basically, it offered a solution to the problems of
mass education. Some years previocusly, the Rev Dr Andrew Bell
(a Church of England minister. born in St Andrews) had been made
superintendent of a military male asylum (orphanage) near Madras
on the Indian subcontinent. While discharging his duties Bell had
devised a system whereby hundreds of pupils could be taught in the
same room by one master assisted by monitors drawn from the more
able pupiis-

As befits it origins the monitorial system was run on military
lines. 'Drilling' was the educational order of the day. Here is
a contemporary account of the system as it was used in the 1820s
to educate the 600 boys of the Edinburgh sessional school:
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'The tables are p1-ced round the wa115 éf,the schoolroom,

and the remainder .f the floor is left quite unoccupied by

furniture, except for the master's desk. One half of the

 scholars always sit at the desks with their faces to the

wall, employed in learning to write or cypher, while the other

half stand on the floor, either reading, or practising the
rules of arithmetic. The classes on the.floor are ranged

in segments of circles behind each other, fronting the

master's desk, which is at the head of the room and, in

front of each class, are. placed the teaching monitor and

-his assistant, whose duty it is to preserve order and

attention.

At five minutes before ten every morning (except Sunday)

the school bell is rung. .Every boy .enters with his slate

slung around his neck. Precisely on the stroke of ten in

the school clock the doors are closed for prayer, which

is offered up by the master. That duty having been

performed, the words of command are successively given,

"recover slates", "sling slates", "recover books", "give

pencils", "second division, seats". The classes of the

elder division then proceed to.read, spell, explain, or

-learn grammar etc .under their respective monitors, while

the children of the second division write or cypher until

half past ten. At that time the first division are

marched to their seats, and the second division occupy

their places on the floor, a revolution which is performed

in about a minute and a half, The second division then

proceed to read or spell, and the first to write till

eleven o'clock, when another shift takes place ....'

(quotation abridged).

Although Bell and other protagonists claimed the monitorial
system as a new 'discovery' (sic), it had certain similarities
with the methods already used in the larger burgh schools. The
specialist teachers in these schools normally taught in the same
room as the schoolmaster. Nevertheless, whatever its origins,
the open-plan monitorial system was the beginnings of cheap urban
education in Scotland. 1Its rationale became widely known in the
1840s through the work of John Gibson, the first HMI to be
appointed in Scotland and a former master of the Madras Academy

in St Andrews.

With the aid of the monitorial system and its many derivatives,
the one teacher school could be retained in urban areas. It
continued to be the norm until the last quarter of the nineteenth
century. Around that time, however, changes in legislation, a
growth in the number of qualified teachers, and various innovations
in building technique (eg, the development of central heating)

made it educationally possible to incorporate a group of one-teacher
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two trends which have continued to the present day: a gradual
increase in school size, and a gradual decrease in the pupil/
teacher ratio. (In 1872 the size of the average school receiving
public grants was 102 pupils, and the pupil/teacher ratio was

80 : 1. By 1967 the comparable figures were 295 and 22 : 1.)

The monitorial schaéls regemblaa present day open-plan
schools in three respects: (i) they had more than one instructor
working in the same schoolroom; (ii) they made very little
provision for circulation (ie, corridor) space; and (iii) they
not only fitted a particular method of instruction but also |
regsonated with the demands of a limited budget. By the same
token, of course, there are many differences between the two
systems, particularly in the areas of curriculum and teéchimg

metiiod.

In practice, the monitorial schools of the nineteenth century
signalled, if not hastened, the decline of the parochial school
system thch had served Scotland for more than a century and a
half. However, as shown below, the image of the one teacher rural
school has, until the present day, continued to have a formative
influence of the organisation and design of elementary and primary

schools.

OPEN-PLAN REVISITED

For a number of reasons - largely stemming from the general
economic situation - the Secottish education system was relatively
quiescent before the Second World War. The War era, however,
marked the beginning of a thirty year period of massive expansion
and continuous renewal (eg, 85% of all school places in Scotland
have been built since 1946). Although the need to replace and
repair damaged schools was an immediate concern, the over-riding
pressures for change were social and political rather than
economic and technical. The 1240s were pervaded by a visilonary
atmosphere of social reconstruction. The most obvious educational
primary and secondary education and the associated decizion to

raise the school leaving age from 14-15 years (enacted in 1947).
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Initial efforts to builld new schools and rebuild old ones were
hampered by a shortage of skilled labour and a dearth of
traditional materials (eg, bricks). These shortcomings prompted
the government to initlate the Hutted Operatlon for the Raising
of the School Leaving Age. A standard rectangular design was
worked out which could be constructed with prefabricated
components. When these grey, single-storey concrete HORSA huts
were erected between 1947 and 1953 they provided accommodation
for nearly 200,000 British schoolchildren (separate Scottish
figures are not available). As a result the administration of
the raising of the school leaving age was carried out successfully.
According to official reports, no children had thelr schooling
curtailed for lack of accommodation.

The HORSA scheme for the design and erection of schoeols was
so successful that in the late 19403 the Ministry of Education in
London established a Development Group -~ headed jointly by an
HMI and an architect - to assist local authorities with their own
post war school building programmes. Although the HORSA huts
relieved the pressure on secondary schools caused by the raising
of the school leaving age, a new pressure was belng created by
an increase in the birth rate and an associated movement of

(mainly) young families towards the towns.

The HMI in charge of the Development. Group was Derek Morell -

later to become a formative figure in the early vears of the

Schools Council. To design schools for the new ideas in primary
education at that time, Morell presented his architectural
colleagues with an educational brief based on the following

assumptions about the provision of space:

'Post war schools need more useful floor area than those
built before World War Two .... (They) need more individual
spaces .... of many different sizes and shapes .... Some
of the spaces will be quiet and clean, others noisy and
dirty. The tools to be used may be pens, needles, chisels,
lahtes, planos or vaulting horses. There is thus a need
for very different physical conditions in different spaces.
These spaces must be adaptable not only to present variety
of uses; but also to the changes which the future is bound
to bring, sometimes suddenly, scmetimes imperceptibly.

The spaces are designed for children.'

In turn, the architects responded with a set of solutions that

could be accommodated within the official scheme of cost limits
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compactness of design were the key features. By.such means the
amount of designated teaching space per child was increased
between the 1940s and the 1960s while, at the same time, the ratio
of construction costs to teaching space was actually lowered.
(Although these factors had a very visiﬁle.effect on school design,
théir'influénéé on practice was almost certainly overshadowed by
the gradual shrinkage of class sizes and, more important, by the
parallel withdrawal of the selection examination at the end of

the primary stage.)

The success of the Development Group prompted certain local
authorities to create thelr own building consortia. In 1957, for
example, Nottinghamshire County Council initiated the Consortium
of Local Authorities Specilal Programme (CLASP) to tackle the
specific problems associated with building schools in areas

troubled by mining subsidence.

By integrating their experiences in rural and semi-rural
areas like Hertfordshire and Oxfordshire, the Development Group
and other consortia progressively focussed their architectural
attention on the disposition of space within a school, on the
distribution of the resources which might be shared, and on the
utilisation of the unused areas inside and around the building.
Gradually, therefore, there was a blurring of the architectural
from outdoors, corridors from cloakrooms, and classrooms from
halls and dining rooms. Later, when the first open-plan school
was built in 1959 for fifty pupils at Finmere in Oxfordshire,

some of these physcial boundaries were removed altogether.

The introduction of open-plan ideas into rural schools was
relatively easy. Many of the 'new' methods advocated at that time
(eg, non-streaming, vertical grouping) had always been an
inevitable part of their stock in trade. In this educational

sense, therefore, rural schools have never ceased to be open-plan.

After the experience of wocrking on small schools, the
Development Group felt ready to tackle a larger urban getting.
Working in close collaboration with the Plowden Committee, the
Eveline Lowe primary school was designed in 1963 to accommodate
320 inner London children. From that time, open-plan schocls

hasama mradaminantlv a snburban phenomenon. Thev were built on
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new housing estates to cope with localised fluctuations in the

nunbers of children of primary age.

The above information sbout the post war development of
primary school design is derived solely from the English
éxparience, Partly this ls because the comparable Scottish.
information is not so readily available but partly, too, because
many of the centralised initiatives - such as the HORSA scheme
and the withdrawal of secondary schoel selection - applied
uniformly to Scotland as well as té England and Wales. Neverthe-
less, in the absence of confirmatory evidence it would be
incorrect to assume automatically that identical sets of demo-
graphic and educational conditions applied north and south of
the border.

Certainly, however, there are a number of similarities.
The filrst post war Scottish open-plan primary school (Kirkhill,
in West Lothian) was opened in 1969, two years after the Eveline
Lowe School. Likewise both of these schools were built in
conjunction with major government reports on primary education.
The Eveline Lowe School was an attempt to give concrete form to

the ideas of the Plowden Report (1967) and Kirkhill school was

designed to illustrate the principles set out in the SED
Memorandum Primary Education in Scotland (1965). A further

parallel is that Kirkhill - like Eveline Lowe - was also a
cooperative venture; this time between the Scottish Education

Department and the West Lothian C@unty Couneil.

More recent developments have also matched the English
experience. The major Scottish centres of open-plan schooling -

such as Aberdeenshire and the Lothlans = have also been in

comparable areas of suburban expansion.

Nevertheless, a range of peculiarly Scottish factors -
described below - have also intervened in the process. Hence,
although it is possible to relate school architecture to a set
of United Kingdem cenditions it i1s also necessary to cite more
loecal influences if the explanation is to encompassz the changes
in curriculum and teaching method that emerged over the same

period.
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Between 1964 and 1966 three new colleges of education were
opened in Scotland, (Hamilton, Craigie and Callendar Park).
All of these new colleges were planned to meet the increased
need for primary teachers. Hence, without being over-
shadowed by the assumptions of secondary education, these
colleges have been free to develop specialist teacher

training in the areas of primary and infant education.

This increase (from seven to ten ;alleges)mlea directly to
an influx of staff. Some new Léctusérs came from England
and were recruited on the basis of their experience in
innovatory primary schools. The expansion of the colleges
also created a bulge of young teachers fully informed about

the educational ideas that were current at that time.

Tn 1965 the SED regqulations for the training of teachers
were changed. It no longer became possible for a teacher
to become certificated for both primary and secondary
education. This change was reflected in a decrease in the
number of secondary school teachers (and especially male
graduates) who were appointed with secondary school ideas to
posts as headmasters of primary schools.

1966 saw the first appointment of a Froebel trained teacher
to the post of HMI. The Froebel qualification (now renamed)
required additional training in infant and lower primary
methods and was increasingly taken by experienced rather
than newly qualified teachers. As such, many Froebel
students lmmediately took up influential posts of
responsibility when they returned to the school- system.

Tn the mid 1960s, local authorities began to appoint
Advisers with special responsibility for primary schools.
Certain of these Advisers have since been prominent in the

development of open-plan schools.

Over the same period there has also been a growth of in-
service training (ie, retraining) for teachers. This, too,

has helped in the dissemination of ideas.

Likewise, there has been a greater degree of job mobility
among teachers. Again, this has increased the possibility
that innovatory Practféés might spread from school to school.

a7
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8, Fiﬁally, the growth of pre~schooling in the late 1960s and
early 1970s not only brought infant ideas to the attention
of more schools and teachers but also to the atténtian.ﬁf
greater numbers of parents. To isome extent this may have
faclilitated the introduction of open-plan forms of
organlsation (used for many years in nursery schools) into

the early years of the primary school.

Conclusion

This essay has tried to throw light on some of the changes
that have occurred in the history of elementary and primary
education in Scotland. The overall plcture = like the historical
record -~ is inevitably incomplete and uneven. It is difficult,
therefore, to weigh the importance of specific events and trends.
Nevertheless, this account would indicate that if the birth-rate
continues to decline at the present rate, then the construction
of new open-plan primary schools in Scotland may, in fact,
become a relatively rare occurrence. Instead, new forms of
open-plan architecture will probably survive in the secondary
sector where they will continue to foster the same educational
aséumptians (eg, activity methods, ‘curriculum integration, non- .
class teaching) that were realised many years previously in the
infant schoolroom. Whether these 'open-plan' ideas achieve
pre~eminence will, as in the past, depend for a large part on
the SéﬁéﬂdEIY'Séh@Ol examination system. This system - currently
under review -~ is a major influence on the curriculum and
teaching methods used in Scotland's schools.

Whatever the cutcome of this official review it is certain
that open-plan schools, like the parochial, monitorial, and
classroom systems that preceded them, will continue to influence

as well as to reflect the changing fortunes of the nation's life.
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Sources of Information

i

Anon (1831) !'Education in the Highlands and Island of Scotland',

ggarEe;;yrJaurnglﬁsf;EdgégtianF Volume II.

Reviews the education reports of the General Assembly of
the Chuvch of Scotland and the SSPCK. ivee some idea of
the curricula and teaching methods used at that time. Also
provides evidence that adults attended school. The SSPCK
veports have given rise to much of the controversy about
the pveal extent of sehooling in the 18th century (see below,
Withrington).

Bain, A (1965) Education in Stirlingshire from the Reformation

to the Act of 1872, London: University of London Press.

Like other volumes in the same series this account contains
much detailed information. In particular it describes the
original role played by the school dux (p.147).

Barclay, W (1925) The Schools and Schoolmasters of Banffshire,

Banff: Banffshire Journal (for the Banffshire branch of
the EIS).

Provides a detailed account, parish by pavish, of the
school system from its earliest days. "4 storehouse of
facts and figuves. Also reveals (as does J Wood, see
below) that writing was considered an unsuitable subject
for a girl ('She mieht mak' an i1l eese 0't an be
writin! tae the lads', p.xiii) and, later, a subversive
subject for both boys and girle ('If you teach them to
write, they will leayrm to forge', Wood p.229).

Bone, T R (1968) Sehga;minspgc;iagiin,Ssatland, 1840-1966,

London: University of London Press.

Indicates that John (ibeon - the fivst HMI - went 'round
for secme time spreading the monitorial gospel' (p.23).

Bell, A (1832) The Complete Wpﬁkswéfrthe,Eeq,Aﬂ@nyVBgll,

Edinburgh: Oliver & Boyd.

In a letter to the Infant Sehool Soctiety at Edinburgh,
Bell desoribes the origine of the monitorial system:

'T hit upon a discovery for the multiplication of pouwer
and the division of labour in the moral, veligious and
intellaetual world'. In a later letter he expresses
regret that the monitorial gystem did ot have 8o much
influgnce in Scotland as in England. :
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Boyd, W (1961) Education in Ayrshire through Seven Centuries,

London: University of London Press.

Reprints (p.25ff) the 'Dundonald Regulations' (1640)
which were drawr up by the local parish minigter as a
detailed specification of the schoolmaster's duties.
Also eontains useful survey information about the range
of subjects taught in diffevent schools.

Carruthers, S W (1957) Three Centuries of the Westminster

Shorter Catechism, Fredericton, New Brunswick: Univeraity of

New Brunswick.

Between 1696 and 1889, twenty four (known) editions of the
IABC Catechism' were published. Syllablee first appeared
in 1793, Although, for example, the 1875 edition was
printed in 60,000 eopies, very few examples (of any of
the editions) have survived to the present day. Indeed,
such is the fate of school textbooks that most editions
are known only by a single copy.

Corrie, M (1974) Space for Learning, Edinburgh: Scottish Council

for Research 1n Education.

An informative account of post-war developments in open-

plan schooling in Scotland that, in many unacknowledged

ways, has served as a springboard for the present study.
Cruickshank, M (1970) A History of the Traiéing>§f Teachers in

Scotland, London: university of London Press.

Provides mich useful information. In particular, it
ineludes details of ehanges in school size and pupil/
teacher ratiocs sinse 1870 (Appendiz D). Aleo discusses
the expansionist pertod after the second world war,

DES (1967) Eveline Lowe Primary School (Building Bulletin No 36),

London: HMSO.

"The point has now arrived when.the principles worked out
for village schools in Building Bulletin 3 (whioh described
Finmere School) can be more widely applied ...' (p.45)..

DES (1972) Eveline Lowe School Appraisal (Building Bulletin

No 47), London: HMSO.
A brief vetrospective architectural rcview.

Grant, J (1876)  History of the Burgh Schools of Scotland,

Glasgow: Collins.

An encyclopaedic source to which all later accounts owe
a substantial debt, 7
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House of Commons (1816) Report of the Select Committee on the

Education of the Lower Orders in the Metropolis, London:

House of Commons.

Contains a list of 2l1 schools in Britain which used the
"ppitish system' (a version of the monitorial system used
inttially in non-conformist schools). Five of the schools
were situated in Seotland.

Hurt, J (1972) Education ip,Evglutipgrgchu;ch State, Society and

Popular Bducation 1800-1870), London: Paladin.. o

Deseribeg the role of central govermment in the control of
school design. Similar conditions applied to England and
Seotland since the administrative split between the two
countries was not so pyonounced as it ie today. However,
the upsurge of school building in England in the 1840s

and 70s was probably not veproduced in Scotland as parish
and burgh schools alveady fulfilled the existing demand.

Law, A (1965) Education in Edinburgh in the Eighteenth Century,

London: Unlversity of London Press.

Partioularly useful for its information about the organisation
of the lange schools that were established in urban areas.
Algo vefers to the practice of having more than one class

in the same room.

Mason, J (1954) 'Scottish Charity Schools of the Eighteenth
Century', Scottish Historical Review, vol 33, ppl-13.

Contains (p.4) the physical deseription of a school used
in the above account.

McNicholas, J (1973) Opern-plan Primary Schools, MEd Thesis;

University of Hull.
See next source.

McNicholas, J (1974) The Design of English Elementary and Primary
Schools (a select annotated bibliography); Windsor: NFER.

Both thege sources contain detailed information about
English open-plan schools, past and present. The latter
also provides a historical summary of changes in building
regulations and cost limits.

Manning, P (Ed) (1967) The Primary School: An Environment for

Learning, Liverpool: Department of Building Science,

University of Liverpool.

A standard sowrce which also containe detailed information
on cost limits and space allocation.
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Mason, § C (Ed]l (1970} In our Experience: the Changing Schools

of Leicestershire, “ondon: Longmans.

Contains an interesting and informative account of the
changes of school degign (and educational philosophy) in
one Englieh county. Demonstratea, more than any other
acoount, that open-plan schools were the culmination of a
long geries of other design and educational developments.

Morell, D H & Pott, A (1960) Britain's New Schools, London:

Longmans Green.

A useful source of the architectural and educational

ideas that influenced the Ministry of Education Development
Group. Also containg Movell's 'vemit' to the architects.

Pearson, E (1972) Trends in School Design, London: Macmillan.

Informative and detailed discussion of the architectural
ideas that have tnfluenced post~war primary school design
in England,

'Rationale of school discipline' in Contribution

Pillans, J (1823)
to the Cause of Education (1856) , London: Longman, Brown,

Green & Longmans.

Deseribes the introduction of the monitorial system into
Edinburgh High School in l8ll (ie, as part of the
‘edycation of the FEW'). Pillans claims that this was the
fivst time the system had been used in schocls for the
wealthy. .

Kirkhill Primary School,

Scottish Education Department (1970)
Broxburn (Educational Building Notes 8), Edinburgh: HMSO.

An architectural vather than an educational account.

Seaborne, M (1971) pPrimary School Design, London: Routledge &

Kegan Paul.
Gives a gummary of post-war developments.

Smout, T C (1969) A History of the Scottish People 1560-1830,

London: Collins.

To the extent that education ie placed in a wider social
context, this contains the best educational history of
the period. For example, it links educational change

to population shifts and to the emergence of the
industrial revolution.
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Stow, D (1833) Infant Training, Glasgow: Collins,

A seminal handbook which deseribes Stow's version of the
monitorial system as used in the Infant Society's
subseription schools in Glasgow. Gives delails of the
inadequacy of the pavochial system and at the same ‘time
advooates infant training as the appropriate 'moral
machinery' for overcoming the existing deficiencies.

Werner, G M (1974) Policles of Primary School Building Design:

A_c§ggarative_5t;§y;g§"png Scottish and Two United $ﬁ§tes

School Districts, M Sce 8¢l thesisz, University of Eﬂiﬁburghg

Containe a study of the post-war development of primary
schools in Midlothian. :

Whitbread, N (1972) The Evolution of the Nursery-Infant School

1800-1970, London: Routledge & Kegan Paul.

One of the few accounts that looks at the relationship
between educational theory, social change and educational
practice.

Withrington, D J (1962) 'The SPCK and Highland Schools in the
mid-eighteenth Century', Scottish Historical Review, vol 41,
pp.89-99.

'"The SPCK etatement that in 1758 theve were 175 parishes
without parochial schools ~annot be taken to mean that
these parishes were all without schools and schoolmasters.
Some areas secem not to have had many public schools, ie,
schools matntained by heritors or tenants — the extreme
north western Highlands and Shetland ave among them -~ but
even these had a few, and had, too, very small seasonal
schools kept in parishoners' houses at their own expense.
There can be little doubt that only a limited number of
parishes were without public schools in 1758, and that
fewer still had no means of edueation at all. (p.99)'.

Wood, H P (1974) 'Froebel Courses in Scotland’, ’F:aebg; Jau;p;;j

No 30.

Discusses the history and influences of Froebel training
in Seotland.

Wood, J (1828) Account of thewgéinburghﬂséssi;ﬂaljs;h§al,

Edinbhurgh: John Wardlaw.

Provides a very detailed account of the origins, organisation,
methods and curricula of one Edinburgh monitorial school.
Also gives some tndication of the use of the monitorial
syatem in other Edinburgh schools.
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Wright, A (1898) The History of Education and the Old Parish
gehgqig of Scotland, Edinburgh: John Menzies.

Although some of the interpretations seem a little dated,
there 18 much useful information. For example, it reveals
(Chapter 1) how public education in the lI9th century was
widely advocated as a means of combating erime and poverty.

December 1Oth 1975.
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FIRST DAYS AT SCHOOL

'These (cbservations of classroom 1ife)
reveal that what may seem random and
unstructu.-ed moment-by-moment may have
a structure when viewed cumulatively
over a period of time’
(Rob Walker & Clem Adelman,Educationalists)

This essay considers the sirategies, assumptions and
processes which umieﬂy the more vieible aspects of
teaching in a pyimary school, It builds upon the
wrk of one clags of five~year-olds and their teacher
as obsexved over a fourteen day period at the
beginming of the 1875 auturm term. The firat part
provides an explanatory commentary of the events of
that perioed. The second part is more speculative. It
extends the inittial Zdea amd tries to identify some

of the ‘'intangibles' of teaching.

For more than a decade Britlsh primary education has been
the object of international attention. A= a result, certain
schools have been inundated by a wave of visiting teachers,
adninistrators, politiclans and researchers = some of vhom have
recorded thedir impressions for a wider audience.

Obviously, such published accounts differ widely in their
scope and quality: some have achieved best-seller status, others,
no doubt, have remained unread. A2ll, howvever, dwell preferentially
on the more innovative and visible aspects of school life, Here

is an illustration taken f£rom one of the best known examples:
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"ITEM: An infant school, also in a rapidly changing
immigrant neighbourhood in London. At one side of

the hall, a small wooden platform serves as a stage
for two splendidly costumed little girls, recent
imnigrant from the West Indies, who are improvising

a ballet for the headmistress, Two more girls, of
Cockney origin, join the ballet and soon eight more
youngsters sit dewn to watch, applauding enthusiastically
when the ballet ends, While this is golng on, three
boys are busily engaged in building a castle in one
corner, while in another cormer a boy and glrl, playing
the xylophone, are joined by four more ,.."

Sketch book material such as this only provides part of the
story. It gives the impression that the modern primary school
populated by autonomous and

is a stable, harmonious system
matvally supportive individuals. It accurately outlines a set

of polished performances, but, in doing so, falls to recall the
waeks of repetitious rehearsals, the occasions when the actors
forgot their lines, or the nights when the lights failed and the
scenery collapsed,

Tc a degree, this type of foreshortened perspective is
inevitable, It arises from the brief duration of the school
visits. Thus, to fill in the background a different kind of A _
investigation is required. To understand fully the significance .
of a classroom event it is not sufficient merely to cbserve its
enactment, it is also necessary to be aware of its history, to
be alert to its possible outcomes and, above all, to be
sensitive to the thoughts and intentions that guide its
participants. In short, it is necessary to move much closer to

the day to day world of teachers and pupils.

This egsay - which focusas on a class of five-year-olds
during thelr first days at primary school - attempts to make
such a shift. That is, it 1ls concerned not only with the
turbulent stream of classroom events, but also with the reasons,
strategies, patterns and processes that lie beneath its surface,

The decision to study this age group was based on two
related assumptions. First, that a child's attempts to come to
terms with the distinctive features of sahs:aling are likely to
be more visible at this age thap at any other time. And
secondly, that the .’heginning of a new school year is the occasion
when experienced teachers are uatgally most explicit about the
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codes of practice (rules, standards, sanctions, ete) which they

use to regulate the social diversity of classroom life.

The core data were dgathered on nine of the first fourteen
days of the school year. B longhand record was kept of the
general flow of classroom events and day by day a typed trans-
cript of these notes was returned %o the teacher for her
reactions. These initial data were then augmented by intexviews
with at least one parent of each child and by the observer's

experience of teaching the tlass for two days later in the term.

Thus, the evidence iy this account is drawn from the field-

commentary is derilved frow a dlialogue between therteacher and
the obsmexver conducted over the remaining weeks of the term.
To simplify the reader's task, the commentary can be read

independently of the evidence.

DAY ORE

At 8.20am on Tuesday, 26th August Mrs Robertson
arrives at school for the first day of the autumn
term. (It is not only the start of her fifth year
of teaching since leaving college, but also the start
of her fifth year in the same school.) The class
area already shows signs of her presence. Pictures
are displayed on the wall; games and maths equipment
are laid out on two trestle tables; paper, crayons
and plasticine are arranged on some of the low tables;
and the house, 1ibrary and painting areas are
carefully rendered attractive as well as accessible.

Stephen and his mother arrive while Mrs Robertson is
in the staff room. In the meantime, Miss Downie (an
assistant Headteacher) takes Stephen under her wing
and shows him round the ciass area. Mrs Robertson
returns and takes over from Miss Downie. Michael
arrives with his mother and father. Both boys are
shown where to put their coats and schoolbags. At
Mrs Robertson's prompting Stephen and Michael each
choose a game or activity and are shown to one of
the small tables. They are left to amuse themselves
as more children arrive. While being shown around the
area each child is drawn into conversation (‘What

is your name? What would you 1ike to do?').
Michael gets up from his chair Tleaving a large wooden
shoe (used for learning how to tie laces) on the ‘
table. Noticing this, Mrs Robertson shows him how
to put it back in its 'proper' place (ie, on the high
table), Meanwhile Nicola is rolling the plasticine
on a table instead of on a board. Like Michael she
1s shown how. to follow the correct procedure.
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At 8.50am the Tast few children are waiting to be taken

round the class area. By nine o'clock all the children

who are due to come on the first day have arrived,

Three are sitting at the plasticine table; two are

working with jigsaws; one is assembling unifix (maths)

blocks; and three are just watching. The children

begin to talk among themseives (eg, 'At nursery school

we had to play on the floor with bricks - but we didn't

have to do sums with them.'),
Comrmentary
1. From the outset the class area is deliberately laid out to be
attractive and eye-catching to the children, and to facilitate
their circulation and access to equipment and materials. This
state of readiness did not arise unheralded. In practical terms,
it wes created during the previous week when Mrs Robertson

spent three full days at school.

2. Mrs Robertson's initial contact with the children is
deliberately built on a person-to-person rather than a teacher-
to~class basis. This not only makes it easier for her to learn
about the children individually but also minimises the chances
that they will be overwhelmed by a more formal approach.

3. Although there are only nine children present on the first
day, Mrs Robertson ls unable to attend to all of them at once.
As a result, she txies to provide activities which the children

can do with the minimum of direct supervision.

4. The children are dellberately introduced to a set of rules
about tidyness; that is, conventions about the use and replace-~
ment of equipment. These rules, however, do not necessarily
meet with immediate acceptance. They may conflict with patterns
of behaviour established elsewhere (eg, at nursery school).
‘Thus, the children may have to unlearn old ideas before they
can learn new ones. (2All the children have spent at least

one year at nursexy school.)

5, The children have come to school with all sorts of
expectations about vhat will take place when they get there.
i@ the extent that these expectations are unfulfilled the
children may become disoriented. (Intexviews with the parents
later revealed that disappointment was the most frequent
negative reaction shown by the children during the first days

of term. For instance, one child was (in the words of her
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mother] 'bitterly disappointed' that she did not learn to read

and write on the first day.)

At ten past nine Keith asks to draw and is shown the
pile of paper on one of the small tables. He sits
down and starts crayoning on the top sheet of the pile
(thus preventing anyone else from taking paper).

Mrs Robertson suggests that he might sit somewhere else.
When he has found a new seat she asks him what colour
he is using ... Michael receives a caution about the
level of his 'playground' voice. Mrs Robertson Teads
Julie and Peter by the hand to show them around the
class area. They are taken to the painting area.
Douglas is asked to lend Julie his pinafore so that
she can paint. Someone finds a piece of jigsaw
puzzle on the floor. Emily has found her way into
the house and is using the ironing board. ,

Mrs Robertson remarks to the class in general: 'Ch
dear, someone doesn't push their chairs in'. She is
given some green foliage by Mrs Nuthall who has an
adjoining area. Peter is sent to fetch some water.
Julie comes back to the class area having finished
her painting in four minutes. Just before 9.20am

Mrs Robertson asks Michael about his drawing ....

Commentary (cont'd)

6. Mrs Robertson continues to encourage the children to £ind
thelr way around the class and adjacent areas. Her aim is to
increase their self-reliance -~ a necegsary condition for the

kind of teaching she plans to develop over the following weeks.

7. She also begins to analyse the children's intellectual,
social and emotional competence. Such skills are demonstrated,
for example, in & child's capacity to remember a list of
ingtructions, to work at a co-operative task, or to cope with

the streas of being lost in a strange buillding.

8. By referring te 'playground volces', Mrs Robertion tries to

establish the acceptable noise limits for the class area.

9. Mrs Robertson regards ﬁhe'maintenaﬂce of tidyness (ie,
keeping objects in their place and ready for further use) as the
personal responsibility of the. children. This 1s a further
condition for the development of individualised teaching.

10, 1In this type of situatlion a teacher must not only plan for
the fact that she cannot attend to all the children at once but
also for the fact that the concentration span of each child may

be very short. 60
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Keith puts his picture in his schoolbag. Mrs Robertson
suggests that he puts it in his drawer and shows him
where the drawer is located. At 9.25am the children
are shepherded into the class base. ('What's that?'
one of the children asks.) The stragglers receive
special reminders ('Are you remembering to put the
paint brushes back properly?'). A joiner arrives to
replace a cupboard lock in the home base. Mrs Robertson
changes her plans and takes the children to the unisex
tojlets. At 9.45am the children return to the home
base and Mrs Robertson asks all of them individually
about their families. Michael receives a reminder
about not interrupting other people. Stephen is sent
to look for the milk bottles. The children are lined
up and are led to the milk crate. Mrs Robertson asks
them to take their milk to an empty table ('We don't
want milky plasticine') and then shows the class how
to open their bottles. When they have finished she also
indicates where they are to put the tops, straws and

- empty bottles. The children return to their earlier
activities. Someone has left out a yellow crayon.
Michael finds his way into Mrs Nuthall's area (next
to Mrs Robertson's) and works with some toy cars.
Other children are shown the sandpit dutside and are
left unsupervised (but overlooked by other teachers).

Commentary (cont'd)

11. Although this episode contains the first occasion when the
class are taken as a group, the teacher's attention is still

focussed on the attributes of individual children. For the

While the teacher elicits information about their home
circumstances (eg, family size), the children begin to learn how

to take their turn in a group discussion.

12. The class teaching later that morning is quite different.
The main flow of information is from the teacher to the pupils.
In this sense the children are the receivers of knowledge,

whereas previously they were the transmitters,

13. Although, ostensibly, Mrs Robertson merely shows Keith the
location of his drawer, her action has much more than transitory
significance. First, she is aware that Keith may not be able to
read his own name and therefore must learn to recognise his
drawer by non-literate means (eg, by its position in the drawer
unit). Second, she wants to discourage the children from putting
completed work directly into their schoolbags since, at a later

stage, she intends to monitor thelr work before they take it
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home. (When they start to use notebooks Mrs Robertson will
indicate special places In the home base for the children to put
work that 1s to be marked (see Day 10).)

14, Despite being Interrupted by the jeoiner, Mrs Robertsen

switzhés without difficulty to another activity. Furthermore,
having organised the children into a group for the first time,
she deliberately retains this form of organisation rather than

letting the children return to their individual activities.

15. At this stage the children have neither learned the
'boundaries' of thelr class area nor the composition of their
class group. Thus, the morve adventurous of them take advantage
of the attractions to be found in other class areas (and the

willingness of other teachers to recelve them).

16. The children are deliberately taken to the sandpit since
it 1s not wvisible froem the class area. Mrs Robertson is interested
not simply to see whether they can work on their own but also

whether they can work at such a distance from the class base.

At 11.35am Mrs Robertson gathers the children together

in the home base and tells them the story of the three
bears. Some of the children keep interrupting. Eventually
Michael is told that 'When I'm telling a story, you sit
very quietly and 1isten. When you're telling a story,
I'11 sit and 1isten' .... Before letting the children
return to thetr individual activities, Mrs Robertson
reminds them to bring their pinafores the following

day .... Douglas and Michael become noisy;

Mrs Robertson takes them 'for a walk' while the rest

of the class continue with their drawing, painting, etc.
Meanwhile Miss Dean (another primary one teacher)

comes into the area to report that the tojlets are
-awash., When she returns Mrs Robertson takes her entire
class back into the toilets and reiterates the correct
procedures (eg, 'turn the taps on gently'). At 12.25
the children are asked to find their schoolbags and put
on their coats. Peter is sent with Julie to show her
how to put off the T1ights. When the children have
gathered in the base Mrs Robertson reminds them about
the toilets. Finally, she says a formal 'Good Afternoon'
to the children. Their reply is ragyed. She asks the
children what her name is and then repeats the greeting.
Their response is more appropriate. At 12.30 the children
pick up their schoolbags and move out into the communal
area where their parents are waiting.
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Commentary (cont!dl

17. Mrs Robertson's decision ta‘recauﬁt’a story that the
children already know is deliberate. She tells it 'for
security, not newness' (see note 2). Nevertheless, this
decision also relates to another purpose. As Mrs Robertson
expects, some of the children have not yet learned how to listen
to a story. Unwittingly they contravene two important rules.
First, that listening is a passive activity; and second, that
unless thelr questions are to the point, they should be aéked at
the end of a story rather than in the middle.

18. Mrs Robertson maintains her policy of talking to the
=hildren individually. Thus her reaction to Michael and
Douglas's noisy interaction is to take them quietly outside
the class area, not to make a public issue of it. Although
unsure of the reasons that underly their exceptional behaviour,
Mrs Robertson deliberately chooses this course of action. On
the basls of her earlier interaction with these boys, she treats
their outburst (and her own diagnostic and remedial reaction)
as something that is of little relevance to the other children.
Had she considered that the boys' behaviour was related to a
moxre general issue (eg, a failure to replace equipment) she
might have used the occasion to address the class as a group.
As this incident suggests, Mrs Robertson's strategies for
maintaining classroom control vary widely from situation to
situation. ZIndeed, the most invisible strategy - that of
observation rather than intervention = is probably the most

pervasive at this stage in the school vear.

19. The pupils' day is bullt round very short units of time

and a generous supply of activities. In catering terms the
curriculum is rather like a smorgasbord. The children help
themselves from tables laden with attractive dishes produced
earlier in the day. This analogy can be extended. The children
can sit where they like, 'eat' as much as they like, and follow
the courses in any order they like. One effect of this buffet-
like arrangement is that the teachers are relatively free to
circulate around their own class area and, for similar reasons,
to enter each other's teaching areas. (Later in the year, this

form of teacher movement becomes less pronounced since, in
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effect, the buffet 1s transformed lnto a more formal dinner
party.)

20. By asking Peter to show Julie the location of the light
switch, Mrs Robertson begins to capiitalise on the fact that the
children cun teach each other., Again, this is important to her
overall style of individualised teaching. 5She also uses a
similar chaln-message technigue to spread information around the
class. For example, she 1s able to gather the entire group in

the home base without ever addressing them publically.

21. The fact that Mrs Robertson has to take her class for a
second formal vilislt to the toilets 1s the first evidence that her
teaching strategies are not always successful. Repeatedly
throughout the year she has to retrace her steps and 'start
again'. To the extent that the children's learning is uneven

and partial, Mrs Robertson's teaching must be cyclical and

reiterative rather than linear and cumulative., On this occasion

other occcasions Mrs Robertson might vary the strategy and use
a different route.

22, Mrs Robertson's rehearsal of the formal greeting ('Good
Afternoon 1N'} at the end of the day is not merely for her own
benafit. She realises that there will be other occasions in the
coming weeks when the children are likely to recelve a similax
greeting from an unknown (outside) visitor. By stressing this
activity, Mrs Robertson hopes not only that the children will be
well-prepared for such an eventuality, but also that no one

(herself, the visitor or the children) will find it embarrassing.

DAY TWO

(This and later extrgets from the fieldnotes
have been chosen selectively to illustrate
new and changing features of the classroom
context. ) '
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By nine o'ciock eighteen children are present. Parents
are hovering in the doorway. Julie stands watching

the others, Morag has burst into tears .... Three
children are drawing, four are working with the
plasticine, two are painting, two are building with
unifix, one is working with beads, one with a jigsaw
and one with a set of wooden dolls. The remaining

two children cluster around Mrs Robertson .... Jdulie
sits alone in the home base reading her birthday book.
Morag is 1ooking for Mrs Robertson. Nicola tells the
boy sitting next to her that he is 'not allowed' to
work with plasticine on the table .... Laura (a _
newcomer) has left a tin of crayons where she was drawing.
Julie puts it back with the other tins. A boy from
another class looks into the area.

Commentary (cont'd)

23, Mrs Robertson is not surprised that one of the children

burste into tears. Her subsequent action, however, is hampered
by her lack of knowledge about Morag. Her response, therefore,
can only be one of general reassurance. Later in the vear she
will be in a much better position to identify the precipitating
factors of such behaviour. Thus her responses will become much

more specific and person oriented.

24. This eplsode indicates that the 'old' children have not
only learned but alse have begun to teach the newcomers about
some of the special rules concerning the use and location of

egquipment.

At about nine fifteen Mrs Robertson shows the children
who have been working with plasticine what to do when
they have finished. In particular, she warns against
mixing the colours. Nicola's tea party has turned into
'bathing the baby'. Morag plays with the unifix

blocks but eventually Teaves them to Took for Mrs
Robertson who 1s in the painting area helping Michael
to wash his hands .... ‘Later, when all the children
are gathered in the home base, Mrs Robertson explains
the difficulty of removing plasticine from the carpet.
Douglas interjects: 'What's that clock for?'.

Mrs Robertson takes Morag to the toilet. She fears an
‘accident' had happened (it hadn't). The remaining
children talk among themselves. When Morag returns

Mrs Robertson asks Julie to show Nicola how to put the
class 1ight out. Al1 the class are asked about their
brothers and sisters. At 9.36am Mrs Robertson begins
to teach the children an action game. Michael repeatedly
pokes his neighbour and is moved to another place. The
group move on to a number game. Morag begins to cry
and, at Mrs Robertson's suggestion, moves to sit beside
her. Everyone sings 'Happy Birthday' for Julie. Rona
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shows Stephen. the 1ight switch. The 'old' pupils return
to their activities while Mrs Robertson takes the new
children to the toilet.

Commentary (cont'd)

25, Some children take up more of Mrs Robertson's time than
others. Basically this 1= because théy.dc not £it easily into
the type of teaching that she iz tryiﬁé to establish. In some
cases, for instance, the children are unable to work without
regular supervisleon; in other cases they are quite capable of
independent work but chocse to ignore the rules and conventions

that are accepted by the other children.

26. The differentiation between 'new: and 'old' children is the
first occasion when the class fall into well defined groups.
Nevertheless, this structuve is only temporary and will be
dissolved by the start of the following week. Generally,

Mrs Robertson does not make use of formal groups to organise her
teaching but, as above, forms them on a temporary, ad hoc basis.
Likewise, the loecatlon of the 'plasticine table' may move from

day to day.

While the new children are at the toilet, Emily and
Nicola reconvene the tea party. Michaeir Keith and
Douglas join them. A few minutes later (9.53am)
Douglas and Michael start a mock knife fight at the

tea table. Keith watches and the girls carry on
preparing the party .... Douglas puts down the knife
and starts to pass the toy iron over Michael's hair ....
The toilet group return and Mrs Robertscn reminds

the boys in the tea party to behave more appropriately.
She then moves into the painting area. The knife

fight becomes a sword fight .... (10.08am) Douglas
moves out of the house and begins to wave his knife in
front of Peter who is seated at the plasticine table,
Mrs Robertson intervenes, smacks Douglas' bottom ane
with the paim of her hand ('I'm very cross with you'),
and makes him sit on his own. Christina wheels a small
pram through the class area while Mrs Robertson reminds
the remaining members of the tea party about the noise-
lTevel of their ‘'playground' voices. Mrs Robertson then
takes Laura for a walk round the painting area ....

At milk time (10.20am) Christina asks 'Do we have this
every day?'.
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Commentary (cont'd)

27. The '‘knifefight' and its eventual resolution is a turning
point in Mrs Robertson's relationship with Douglas. Her
decision to smack him was taken in the light of the knowledge

she had accumulated over the preceding two days. On balance

she felt that the graviﬁ& of the situation justified the
intensity of the remedy; Later that day Douglas told his parents
about his experience, They came to see Mrs Robertson and, upon
hearing her explanation, endorsed the action she had taken. They.,
too, were concerned about thelr son's behaviour. While at
nursery school Douglas had suffered from asthma, As a
corzequence, his broken attendance record allowed him to contra-
vene the standards that were normally applied to other children.
Tn addition his nursery teacher had been reluctant to enforce
such standards for fear of reactivating the asthma. In the
parents' own words (as recorded during an interview) Douglas

had become 'uncontrollable' at nursery school. Although he
continued to be a regular focus of Mrs Robertson's attention,
Douglas' general demeancur became much more subdued after this

shared experlence.

28. The fact that Mrs Robertson chooses to take Laura into the
painting area illustrates a dramatic shift in her attention.
Unlike Douglas, Laura does nrt place any overt demands on the
teacher (see Note 25). Nevertheless, Nrs Robertson is quite
aware that she has not previously shown any apparent desire tc
paint. 'Thus, although certain children apparently receive more
attenticn than others this does not necessarily mean that the

remaining children are beyond Mrs Robertson's field of vision.

29. Christina's question 'Do we have this every day?' indicates
that while some children (especlally those with older brothers
and sisters) may be fully conversant with theé nature and
conventions of schooling (see Note 5), there are others who
£find it a siqnificant gsource of wonder and amazement. At

times Mrs Robertson builds upon this atmosphere of fantasy and
mystery. She feels that it is a useful way to excite the
children's curiosity and theﬁeb§ retain their attention. For
instance, each number (1, 2, 3, etc) is introduced to the

children with a story which features a character or object of
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that shape. In the case of the figure 2, the story is about a

swan (see alsoc Note 40),

DAY THREE
At 8.30am Stephen works with the plasticine while
Mrs Robertson moves the tables to give better access
to the bricks. David arrives with a group of other
children. Nicola bursts into tears. Christina
tries to befriend her but is rejected. Douglas
starts to paint. David works with a puzzle on the
high table. Mrs Rolertson asks him to sit at a low
table or to take it on the floor. (8.45am)
Mrs Robertson and Christina discuss the previous
day's events over the telephone. Nicola (now
recovered) takes over at Mrs Roberison's end.
Several new parents arrive at once. Keith shows
his father whera his schoolbag is kept. Simon wanders
about carrying a tub of plasticine. Julie arrives
clutching her birthday cards. Michael instructs
a new boy on the use of crayons ('Take a whole box;
take a whoie box'). (8.57am) The entire class are
present for the first time (10 girls, 13 boys) .-
David returns the jigsaw puzzle with the pieces
dismantied.

Commentary (cont'd)

30. Mrs Robertson jmoves the furnitu:e about. since, speclfically,
none of the children have yet used the bricks that are stored in
a corney. This strategy also eases the demands that the
increased class size places upon the existing 2guipment. Ia
general, Mrs Robertson deliberately ar-anges (and rearranges)

her clasas area to make the best educatiopal use of the available
resources. In this sense her teaching is quite consciously
interventionist. &Some areas are made more accessible than
others, some equipment is brought out from the cupboard, some

items are hidden away (see Day Ten).

31. By this stage in the year some children have already
internalised the ruling conventions of the class area. As far
as Mrs Robertson 1s concerned this is a mixed blessing. The
children begin to feel at home but at the same time also begin
to show signs of restlessness and disenchantment. For this
reason, if no other, Mrs Robertson tries t&séchedule her work
at this stage so that something new appears in each day's work

programme (see Note 29).
Q . " : v
. E : . “is
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32, Just as Mrs Robertson Learns about the children, they also
learn about each other. Friendships and social groupings begin

to be formed.

(9.02am) Mrs Robertson walks round the tables and asks
the children to tidy up and go into.the home base. The
experienced class members are asked to help the new
ones.. Emily tells her nelghbour: - 'You have:to push
your chair in'.  Ewan points towards the home -base-and
asks 'Ts that it?'.* A boy and a.girl from anothericlass
come into the area and ask Mrs Robertson if .they can
paint .... (9.08am) In the home base, Mrs Robertson
reiterates her jigsaw policy (viz. they should be-
replaced on the high table but not before they have been
reassembled). She then says a formal 'Good Morning’
to the 'class and, for the first time, marks up the ,
register. When Julie (the second person on the register)
is asked 'Are you here?' she pauses and then replies
'Yes' in a tone of voice that suggests she finds the
question totally pointless. (As if to say: 'Yes, of
course I'm here today'.) After registration, Colin is
asked whether his brother is older or younger than
himself. He is unable tc veply. 'Is he bigger or
smaTler than you?'. C(olin gives an answer .... -
Mrs Robertson reads the Mr Happy story to the class.
There are very few random interruptions although some
children mistake pauses in the story for invitations
to ask questions .... (9.26am) The experienced children
are told about choosing their activities: 'You don't
need to ask. If you want to paint and there's an easel
free ....'. Morag starts to cry and is taken onto
Mrs Robertson's 1ap. ,
Comentary (cont'd)
33, The arrival of two childrxen from another class to ask if
"ghey can paint reinforces the idea that the children have not yet
developed a strong sense of classness.
34. Julié's; amazement at being asked ‘é:e you here?' when
Mrs Robertson marks the regis“exr is a unique event never to be
repeated in the context of "hat class. By the time the
registratior has been completed she has learned - like all the
others — how to give the appropriate response ('Yes, Mrs Robertson').
‘At all levels teaching is characterised by the repeated use of
' psuedo questions' (ie, questions which axe not designed to be
treated literally). As this illustration indicates, children
are not always aware of the real meaning of these questions.
At the same time, however, it also reveals that, 1f shcwn, they

) . . :
AP L can rapidly learn their real purpose.
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35, The discussion between Mrs Robextson and Colir about his
family is a good illustration of the fact that discourse between
teachers and pupils is multi-layered. For the teacher's part
she not only learns about Colin's hgmésetting but also about
his competence with mathematical relationships, his knowledge
about family structure (ey, brother, sister) and his ability

to keep to the point of a discussion. '

36. 'Thig iz the first time that Mrs Robertson reads a new
story to the children. To control them without congtantly
interrupting the stoxry Mrs Robertson varies the inflection of
her voice. Nevertheless, some children still misunderstand
the messages that she conveys by this means. Her dramatic

pauses are sometimes taken to be opportunities to ask questions.

DAY FIVE

9.28am (in the home base). After listening to the
children's 'news', Mrs Robertson produces Hamish (a
matchstick man made from pipe cleaners). She then
gives each child a book made of sheets of drawing
paper stapled together. Different shapes have already
been traced out at the top of the pages in the book.
The children leave the home base, put their books on
the small tables and then <it.on the floor facing the
blackboard. David has to be reminded to put his book
on a table. Mrs Robertson leads the chiidren in
making shapes in the air. The children then return

to their seats. Christina points to her name on the
book and asks Mary 'What does that say?'. Douglas

and Nicola begin to trace out the shapes using crayons.
Mrs Robertson interrupts them. They are asked to = -
put their crayons back in the tins and, with the rest
of the class, put their hands on their laps. The
children are requested to point to theip names at the
top of the page. Mrs Robertson scans the class.

David has his book upside down. Three children are
moved to different seats (so that all the left-handed
children sit together). David has already started.
The children are asked to choose a pencil and trace
out the shapes, starting from 'Hamish's red dot' (a
matchstick man marker on the left-hand side of the page).
Colin (who is left-handed) works from right to left,
When the children have finished Mrs Robertson demon-
strates the next exercise on the blackboard ....
(9.48am) The children are then asked to sit on the floor
around the drawer units ..., Each child has the same
number on their tray as on their writing book. One by
one they put their books away under Mrs Robertson's

supervision. . :70
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Commentary (cont'd)

37. 'The distributiangaf writing materisls represents the
first time that the children are seated as a class group for a

book orientated activity. Fox approximately the next ten days

Mrs Robertson uses this all-class approacn for the introduction
of new topics. It is the 'dinnarvpafty' curriculun referred

to earlier (see Note 19). A fixed, no-choice menu is followed

by all the pupils in a definite sequence. The teacher sits at

the head of the 'table' and the courses are brought out at the

same time for each child.

38, Although Mrs Robertson has spent a great deal of time in
vreparing this writing activity, not everything goes to plan.
Nevertheless, this outcome is not entirely unexpected. Each

time #hie has pieviausly introduced this topic it has produced

new and unforeseen difficylties. Mrs Robertson is quite
prepared, therefore, for the widely different degrees of
competence shown by the children. However, to bring the activity
to a relatively tidy conclusion, Mrs Robertson deliberately
chooses a follow-up activity which retains the whole-class

form of organisation (see Note 14) but which, by contxast, is

relatively simple and easily completed.

39. During this episode (which lasts less than twenty-five
minutes) Mrs Robertson moves the whole class through four
different positions (home base, in front of blackboard, geated
at tables, in front of drawer units). She makes the maximum
use of available space but, most of the time, keeps the
children very close to her. Again this had implications for
the monitoring and control of individual children. BY her close
proximity to the children, Mrs Robertson can see and hear much
more than in a dispersed situation. For the same reasons, her
own behaviour is much rove visible to the rest of the class.
Fu.thermore, in this pesition she can use techniques (eg,
toucting children) which are inevitably (or conventionally)

ruled out in a dispersed teaching situation.
40. Mres Robertnon's use of 'Haemish' to show the children wherxe

to start writing illustrates the strategy of building upon

11

thelr sense of fantasy.
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At 10 o'clock six children are asked to sit on the
floor by the blackboard. The others are asked if they
want to paint. Douglas asks Mrs Robertson what he might
"~ do; she gives him a shapes board, Mrs Robertson
then moves the group of six to the window where they .
are given boxes of tokens and toys to sort out into
different groups. They do this while she attends to
the rest of the class. (10.12am) Mrs Robertson asks -
-the sorting group, one by one, to count out the groups
they have prepared (eg, three flowers, four peas, ....
etc). She keeps a record of their achievements.
(10.25am) Mrs Robertson announces that this will be
the last time that the class take their milk all
together. She explains that in future the children
can take their milk whenever they wish. Michael asks
'What happens if we don't know when'to go?'. When
Michael has finished his milk Mrs Robertson talks tc
him about the grouping exercise. When he asks 'k#ak
is maths?' all of a sudden,someone else replies 'wu:<'.
After milk th class are assembled in front of the
blackboard and then introduced to 'Dick' - a cardboard
figure stuck to a magnetic board. Mrs Robertson
writes 'Dick' on the blackboard and asks the children
what it says. She then tries 'dock' and 'dish' ....
While the class are putting ocn their coats to go Dut to
playtime, Michael bursts into tears: ‘I want mummy'
(11.50am) 'Stop and 1isten' (twice). Mrs Robertson
asks the class to try and work more quietly .
David, James and John re-enact a minor war W1th the
wood blocks. (12.00) Mrs Robertson goes round the
class area asking the children to go into the home
hase. When the children are ready she takes them round
1he class area pointing out where the class rules have
been ignored - library, telephons table, games table,
and class chairs.

Commentary (cont 'd)

41. ‘The teaching groups that are formed to sort out the
countexs have no other purpeose and are disbanded immediately

afterwards. Nevertheless, thevy . upresent the emergence of

~specialist group activities organised around tasks deliberately

set by the teacher. The importance of this activity is under-
lined by the fact that Mrs Rcbertson keeps a written record of

the results.

42. Day five is the last occasion vhen the children take their
milk,all together as a class. As far as mllk consumption is
concerned, the 'dinner pa:ty'xis over., On subsequent days the
children follow a self-service gystem and take their milk
vhenever they wish. The patterns of class organisation that
Mrs Robertson uses at milk time tend to run ahead of those used

for other actdvitles., Thus, the whole class consumption of
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milk is abandoned at a time when such patterns are jusﬁ being
intreduced for other activities.

43. Although the children have already begun to learn the basic
skills of writing, this is the first occasion when they are
required to recognise word shapes (a greréquisiteifar :éééing)i
Furthermore, this is the first time that Mrs Robertson has
written on the blackboard; a cogent reminder that it is a
literate medium.

44. when Michael bursts into tears at playtime he has mis-
understood the nature of the occasion. The fact that the other
children were putting on their coats reminds him of home time.
He has not fully learxned the routine of the school day.

45. Of the nine days' cbservation this proved to be the most
tearful. Six children cried at some time during the day (Monday).
Mrs Robertson had predicted this state of affairs and attributed
it to the fact that the weekend had given the children the
opportunity to forget about school. 1In this sense zome of the
children had to re-start school - but in the somewhet different
context of a much larger group, and a much more crowded class
area. In a more general sense Mrs Robertson felt that these
events marked the start of term 'crisis' - a turning poirt ia
the first few days of every school year.

46. Mrs Robertson's double call for the children to 'Stop ani
listen' and her subsequent reiteration of the classroom rules
is one indication of the fragile stability of classroom life.
Although at any given time the overall atmosphere may appear

to be stable it is, in fact, more accurate to characterise it
as a state of continual oscillation: at times the children set
the pace, at other times it is the teacher who takes the 7
initiative. On this occasion Mrs Robertson feels that the
children are moving too far ahead of her. To restore the
balance, she decides to remind them of the core rules that

govern the use of furniture and equipment.
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DAY SIX

(9.26am) After telling Mrs Robertson their news the
children 1isten to a story in silence. Shortly after
9.30am the children are asked to fetch their writing
books from their trays and find a seat. While
Mrs Robertson walks round the class. checking that the
children have the right book, Keith, Michael and Rona
discuss the significance of the numbers at the top
of their books. Mrs Robertson asks the class to turn
to page two. Several children turn the book over «
completely. When the class are quiet Mrs Robertson
asks them 'What is the first thing to do?' ('Look for
Hamish'). On this occasion the left-handed group

no longer sit together. When the children are left
to finish the tracing exercise Julie starts one of
the lines with the crayon.in her right hand and
finishes it left-handed. As a second number group is
being convened by Mrs Robertson, Ewan asks if he can go
to the sand. He is told that he can choose for
himself .... When the number group breaks up Emily
tells them that ‘We've had our milk' ....

Commentary (cont'd)

47. Although this is the second occasion that the children

have used their writing books, they still find difficulty in
making sense of them. (Indeed, when the children eventually
come to the end of the eight-page books Mrs Robertson decides

to prepare another version to repeat the earlier practice.)

48. Now that Mrs Robertson has observed the left-handed
children in a writing situation she no longer requires them to

sit together (see Note 26).

49. Gradually the children learn the appropriate strategies
to follow in the class area. At the same time they also learn
the specialised words that are used to describe the strategies

(eqg, 'choosing’).

DAY NINE

Qver and above the regular choosing activities the
children complete the last page of the writing booi.
Emily complains that she hasn't got a page eight

(she has) and David writes on the wrong page ....

A final sorting group is convened .... At 10.20am

Mrs Robertsun rehearses the number wark that she has
introduced on previous days 'How do we make a one?'.
The c¢hildren chant 'down' and make an imaginary stroke
in the air. She then brings out a set of cards

14




€5

featuring the number 'two'. When the children have

- answered her questicns (eg, 'How many boots are
there? How many eyes has the cat?'), she makes them
practice the shape in the air. Before letting the
children find a seat to work at Mrs Robertson
distributes the number books by hoiding them up and
waiting to see if the children can recognise their
own names. The number bocks are very similar to the
writing books. They are home made by the teacher
and comprise spirit-duplicated sheets stapled together
by the auxiliary. The children trace out the number
shapes page by page and also use their crayons to
colour the diagrams that go with them. - This activity
continues after playtime .... Atter a further period
of clicosing the children gather again in the home
bace, Mrs Robertson continues to tell them about the
seasonal events of autumn (eg, fruits and seeds).
While the children are still in the home base, she
introduces them to 'Fluff' (the cat owned by Dick
and Dora). She then sits by the magnetic board and
'plays a game' with the children by matching (and
mismatching) the words against the pictures (Dick,
Dora, Nip (the dog), and Fluff). The children
correct her when she makes a mistake. Andrew asks
if they will be 'getting Dick and Dora books', When
Mrs Robertson sends the class to fetch the colouring
books from their trays there is a period of confusion
since not all the children find the correct book
(ie, the one with their name on it). The children
are asked to colour in one picture of Fluff and one
of Nip. There is some difficulty because there are
not enough black and brown crayons to go round all
the children. (12.15) Some of the children have
finished so Mrs Robertson asks them to take their
schoolbags to their seats. Colin complains that
James is sitting in his seat. Mrs Robertson explains
that he doesn't have his own seat. He finds another
but wanders out of it. Morag takes it. Colin
returns to say to Morag: 'I was there first'.
Mrs Robertson helps Morag to find a new seat ....

Commentary (cont'd)

0. The fact that the number activity spreads over playtime is
the first occasion that Mrs Robertson has allowed this to
occur. Previously all class activities have been drawn to a

conclusion before the children go out to play.

§1. Three different kinds of classroom procedures co-exist at
this time: individual choosing, specialist groups and whole
class teaching. As shéwn earlier (see Note 42) these
procedures are not insulated from each other. At different
times they will be applied to the same part of the curriculum.

For instance, children may learn to write as a class but latex
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receive instruction in groups or even individually as an
optional 'choosing' activity. '

52. The 'confusion that emerges when the children fetch the
colouring books from their trays arises from the fact that it
is the first time that they haﬁe been asked, as a clasé} to
fetch anything from their trays. Previously, Mrs Robertson
gave the books out individuvally to each child.

53. The episode when there were not enough grey and brown
crayons for all the children to use them, is a specific but

rare instance where the teaching strategy used by

Hrs‘Eabertsan runs up against a (relative) shortage of resources.
‘The most visible outcome in thiz tyge of situation is that

the children are forced to wait their turn. In most instances
Mrs Robertson pre-empts this type of gqueuing Ef forethought

and suitable planning. Furthermore, if it does arise she is

the redirection of children or resources.

54. The seating policy followed by Mrs Robertson is that each
child can sit wherever they wish. (The only time this convention
is breached is when she asks individual children to sit on their
own - usually because they have been interfering with someone
else's work.) Thus, each child may use several work places
during the day. 1In these terms it is an exceptional occurrence
for Colin to complain that his seat has been taken. What in
fact has happened was that his temporary seat reservation
(marked by his schoolbag on the table) was, inadverténtlg,
double-booked by another child. Colin's general behaviour
suggests that perhaps his nursery school was organised around
the idea that every child has their own chair. Thus, before he
can learn the new regime he must unlearn the old one (see

Note 4).
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DAY TEN

299.37) While Mrs Robertson gives out “a' set of new
home-made) books, Julte puts a tin of crayons on
each table .... The front paga of the books has
drawtngs of Dick, Dora, Nip.and Fluff with their
names on the right-hand side of"the page but not
directly opposite the drawing. The children are
shown how, to.draw a ‘1the between ‘the picture and

the correct word ..,. Mrs Robertson calls out the
names of the childeen who are to Jotn her when they
have fintshed thetr matching books: ~'the remainder
are left to.choose .... Some chtldren can't find
the.rfght GB1BU?=¢FE¥Eﬂ to. colour Dick etc.

Mrs Rodertson. stops. the class, asks them to put
thetr crayons back 1n the tins and then impresses
upon them that they arée to work quietly ....
(10.00am) Ewan,fi@ishes, puts his book in the base
to be marked and then goes to find the telephone
(which Mrs Robertson has deliberately removed from
the clais area). Laura asks ‘What do we choose?'.
At Cotin‘s suggestion they both go to the milk table
and drink thetr milk.. Some children have forgotten
whether they are to choose or to wait for

Mrs Robertson. Laura 1s wandering about; S
Mrs Robertson takes her to the painting area but finds
she deesn't want to paint. - Mrs Robertson looks for
Mrs Lee (the auxilfary) as some of the paints are
missing, Meanwhile the special graup have assembled
near the blackboard. (10.08am) After an inftial
briefing, the graup return.to. their tables.

Mrs Robertson holds up shapes’iajcfrcle, a square,
etcz which they copy on to individual sheets of paper
divided into four‘quarters.

Commentaxry (eont'd)

55. The word and piatﬁrg,métehiﬁg.axarﬁise did not emerge
unheralded; it had already bgag.farashaaawed by the home base
activity of the previous day.

56. In éeve;gl respects, this thirty minute episode of elass~
‘room 1’%e 41id not develop as Mrs Robertson had hoped. For
instance, many children forget tﬁﬁ.dntailaa ingtructions about
what they were to do after the matching exerciss, 1As a result
the children sought guidénea from each other or from Mrs
Robertson. Inavitably, thaxnéi:é level incremses, (Much later
in the year Mrs Robertson avoids tifis type of problém by writing
the work instructions gﬂfthﬁ‘blgakbaasd;) 8imilarly, Laura's
(uﬂ&n!ﬁ92331!);§ﬁ§!éiﬂﬂi 'what do we choose?' indicates that
not only was she ungure of the available options but alsoc
~ (as shown by her bnh;viaué‘in ﬁﬁp painting area) that she was
unattracted by some of those thga were most visibla,
e
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57, The shortage of paints draws attentlcn to the role of the
sthoul auxillaries {(three are shared among fifteen classes).
L.ke many of ths support services in educaticn their importance

snly becomes apparent when the systam falls to funetlcon In

riactlice Mrs Lee carries out many of the organisatisaal and

by

planning tasks that would otherwise fall te Mrs Rcbercsan.

i effect, she underwrites many cf the processes that ars
wntrinsic to the cype of teaching methnods uszed by Mrs Robervson.
\Ouzing the rest of the term the children graduially learn to
gLsringuizh Mrs Robertson from Mrs Lee and, at the sane tims,
gradually Lezrn to go directly tc her when they need the
aszrstance which she can provide., Tnrough Mrs Les's help

M:s Rebertson can focus mere zontinucuszly .n working with

individual children )

DAY - TWELVE

(09.36) The class sit around the board which has
'Here is' written on it. Mrs Robertson completes
the sentence by adding Dick etc. The children read
out the full sentence. They are then introduced
to a new word: 'Mummy'. Mrs Robertson draws a
series of balloons on the board, She asks individual
children to read the words written in the
balioons. If they can, they are asked to ‘b1ow the
balloons away' (ie, they are rubbed out). (09.45)
Mrs Panertson introduces the children to tae word
'assignment'. * She takes a p11e of 'everyday' books
and shows the children that 'You've all got different
things 10 do' (the tasks are already written into
the books by Mrs Robertson). Rons asks to go to the
toilet. The class are told that when they've finished
their everyday books they are to put them on the
pi?e and then 'choose'. (09.58) While the rest of
the class work at the tab]es, Keith, Julie and Michael
have a session with Mrs Robertson and their matchbox
. words {individual words written on small pieces of
rard that the children keep in a matchbox and take
home to their parents).

commentary {ccnt'd)

38 The introduction of the assignment (a daiiy work schedule)
marks anothar shift in the kind of veaching used by Mrs
Rcbertson. The children are being intreduced to the individual-
ised (or better still, personalised) curricuium which will

gradially displaca, butr not entirely replace, the smorgasbord
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and dinner party curricula introduced earlier. In effect, the
children begin to follow specially grcﬁazud individual diets
which complement the more staple faxe offered by the acceesible
smorgasbord and the formal dinner party.

59, The reéaing words not only mark the introduction of home-
work but alse provides the children with a visible school=-based
criterion for differentiating among themselves (eg, 'How many
words have you got?'). Although Mrs Robertson tries to avoid
this outcome by giving each child four pleces of card (some
with repeat words), the children mocon discover thelr relative
levels of progress. Later, this differentiation becomes even
more visible when the childran move on to their firat reading
book. Thus, the children not enly bagin to read but also bagin
to cope with & set of more pervasive school=based ideas about
guccess and failure, cocperation and competition, work and play.

(The schooiday continues.) Morag comes out to
Mrs Robertson as she cannot find the place in her
everyday hook. Emily 4s raminded that {f she does
not know what to do, she 1s not to call out but,
instead, sit and wait besides Mrs Robertson,
Michael has difficulty in distinguishing 'Dick’
from 'Dora’ (his new wardg. Shortly afterwards he
is gent to call up Simon but the message does not
arrive. Children start going out to Mrs Robertson.
The register boy arrives. é 0.03am) Colin 1is
chastised for interrupting Mrs Robertson. Eight
children are sti11 working 1n their everyday books.
David has started writing on a random page in his
book but 1s redirected to the correct page. Morag
takes her book for Mrs Robertson's inspection but 1s
told 'You don't really need to bring it to ma ....
ut 1t on the pile'. Christina and Wiliiam are
overing around outside Mrs Lee's room - waiting for
psint. ‘Mrs Robertson gets up and goes to find out
their difficulty. She takes Lucy and Stephen to the
sandpit. (Stephen had been on his own but had found
the door l1ocked.) Back at the blackboard Mrs
Robertson 14stens to Andrew and Rona read, Simon
asks to go to the toflet. Stephen complains that
Keith has interrupted his work with the bricks ....
At 10.20am the class are engsgad on the following
activities: building with woodblocks 15). milk 71;.
pa%nting’ss), Jigsaw puzzies (2), unifix blocks (4),
- drawing (3), reading (1), observing (2) ....
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Commentary (cont'd)

60. This final extract from the fieldnotes is deliberately
left unabridged. It is included to undexliine the fact that
although Mrs Robertson's teaching is individualised, she also
has responsibility for up to twenty-two other children at the
same time. Thus, before she can develop person-to-person
teaching she must also design activities for the rest of the
class. In this sense her overall unit of organisation still
remains the class rather than the individual child.

DISCUSSION

In certain respects the practice of teaching is like the
art of cooking. It involves the transformation of a set of
ingzedients (the syllabus) into a finished product (the daily
work programme) by means of a set of procedures (the teaching
methods). Yet teaching is rather more than the application of
recipe knowledge. Competence is not unequivocably guaranteed
by the terms of the cookbook. Other background skills are also
relevant,

The final section of this esgay focuses ' on this aspect
of teaching. That is, it considers some of the 'intangibles'
(nere described as preparation, experience, continuity, vigion
and responsiveness) which might help to differentiate the work

of a competent teacher from that of a trainee.

%

Preparation

One central if not paradoxical feature of Mrs Robertson's
work is that much of it takes place when *he children are not
at school. In short, the form and content of her classroom
activities are only made possible by a considerable amount of
off-atage preparation.

This preparation takes different forme. 1ts most visible

aspect relates to the day-by-day malntenance of the work
programme. This ‘Eﬁﬁ of preparation encompasses taken for

_granted activities such as the marking of books or the repair

and replacement of disposeable or damaged equipment. Less
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frequently ~ but perhaps more sinnificantly ~ Mrs Robertson's
prepazatiéﬁ is also directed towards a qualitative change in the
day-to-day routine. This sécanﬂ kind of preparation is
reflected in thé rearrangé@snt of furniture, the introduction
of novel materials (eg, TV broadcasts) or in the rehearsal of
new techniques (eg, the dinner party curriculum). A third type
of prePa;étién probably occurs least often but requires the
greatest amount of intellectual investment. It relates to the
developmant of classroom activities which are as new to the
teacher as ﬁhey are to the children., In such an instance the
teacher has chosen to branch out into relatively ill-defined
and risk-laden territery.

The difference between these types of preparation is not
g0 much in the activitiés'thémselves as in the degree of
experlience brought to them by the teacher. Student teachers,
for example, may find an element of risk in all their
preparatory aetivities whersas unadventurous teachers might
never stray hayond the wellﬁégfinéé boundaries of theilr own

experience,

Experience

An important adjunct to pregaratiéﬁ is the existence of
prior experience. Mrs Robeztson's teaching, for example; is
not merely the outcome of her more immediate preparation but
also the result of her initial training, her £ive years'
experience in tha sége gchool, and her regulsr attendance on

in-service zourses.

» In general, however, experience is not something that
automatically accumulates with the passage of time. Changed
cirgumsténbes can always neutralise the rehearsal value of
earlisr experlence. Whenever Mra Robertson decides to try
out new strateg? or vhenever her teachlng 1s interrupted by
outsgide events, ié puts the value of her previcus e;éperiem:e
to the test. Sometimes she is able to keep the resultant
activities within the realms of her existing knowledge; at
ath;r timed she is forced to move out into unknown territory.
Thus, to the extent that it changes or is induced to change,
Mrs Robertson's teaching always contains an element of

inexperianca.
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Nevertheless, the advantagesz of appropriate exporiance
cannot be ignored. In Mrs Robartson's caae, there are thrsa
distinct benefits which accrue to her from pravious years.
First, she has already fully rehearsed many of the actions that
she undertakes day by day. As a result her :eaching operates
within a set of carefully understood limitetions snd thereforc
takes careful account of the availability and accessibllity of
resources. Second, Mras Robertson's varied experience gives her
a wide repertoire of optiens to draw upon. Thus, if her plans
go awry she can readily switch to another well-tried activity.
Finally, Mrs Robertson's experience also gives ! v a batter
idea of the consequences of her actiona; she oan 7h eae!
alternative in the light of its likely ou.comes.

This potential ahility to foresee the results ¢ her
deois.ons introduces « strong thread of ﬁéﬂtiﬁuiﬁy.inté
Mrg Robertson's teaching. She realises that each decision may
create new situstions which require further decisions. To
thizs extent, teaching is not about making 'one-off!' decisions
but making chains of decisions.
relates to & teacher's sense of achleve t, Hven if Mre
Rebertson reaches her immediate goal she knows that there are
8till other peaks to olimb. Likewise ghe realises that euch
guccess may be only shortlived. iIn this senso a teachar's
work is never done. Necesssrily, schievemant becomes a much
more fiuid entity. It is not so much the attainment of i{solated
cugriculum objectives as the averall maintenance of continuity,

coherence and progress.
Vision

Although a set of specific activities are central to

a pazt of a much larger set of mora diffuse and long~term goale.
These more distant goals ~ relating to the general secial,
intellectual and emotional davelopment of her pupils - are more
difficuit to specify but are of equal importance to the entire
process. Without them, the former soctivities would de
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meaningless (eg, word recognltion is not an end in itzelf but a
means to a more elabeoratc end). In these terms competent

teachers are marked out not so much by their detailed knowledge
of separate curricular milestones but by their understanding of

the relationship between these and the more long-term goals.

sseszion of this latter skill - demeonstrated by an over-

The noE

5]
U""

riding sense of direction and purpose - makes it much easier

for a teacher to overcome irritating holdups, negotiate

awkward diversions and anticipate oncoming obstacles.

Competence is a matter of perspective: the ability to visualise

the entire forest, not just the individual trees.

Responsiveness

Armed with this understanding a com;:tent teacher can more
readily respond to interruptions and diversions, Such
unintended consequences need not be treated as failures; they
can be re-interpreted as potential growth points. The wisdom
of experience and preparation (as demonstrated, for instance,

by a teacher's sense of timing) can transform unexpected

outcomes into new sources of innovat: and change.
Here, as elsewhere in this ess: . ' _.s the 'intangibles'
of teaching which serve to different. 2duecation from mere

training.

Sources

For other accounts which reflect a comparable interest in the

processes of it=aching and learning see:

Jackson, P W (1968), Life in Classrooms, New York: Holt
Rinehs:t & Winston.

Smith, L M & Geoffrey, W (1968), The { mplexities of an Urban
Classroom, New York: Holt Rinehar. & Winston.

Walker, R & Adelman, C (1975), A Guide to Classroom Observation,
Londen; Mathuen.

The quotation in this essay comes from:

Silberman, C {1971, Crisis in the Classroom (The Remaking of
Ameriean Education), New York: Vintage Books, pp224-5.
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THE CASE OF THE MISSING CHAIRS

'The structures of the open classroom ... are
designed to meet needs that the structures
of the conventional classroom cannot fulfil.
But prescriptioas for structure alone do not
tell us how the work of the classroom ...
can be performed.'

(Ian Westbur °, Edueationalist)

This essay is about the relationship between teaching
methods and material resources. It frcuses on the
recent suggestion that a modern primary schcol can be
organised avound less than one chair per pupil.
Overall, the essay does not find fault with the
motives that promptad thie suggestion. It dores,
hovever, find incorsisteneies in 1is logic.

There is a school of thought in primary educatio which
argues that there is no need to provide every child with a seat
or a work surface. Support for this idea comes from various
sources. New schools find the concept fiﬂancially ac:eptable
gince it releases meney fram an atherwise fixed grant for the
pgzchasé af specialist furnishings such as display screens,
sta:age units and mabile trolleys. Architécts endorse the idea
since the resultant inc:ease in free space enables them to
create more flexible designs. And finally, educationalists lend
their weight to the scheme since it wisibly undermines a long
tradition of simultaneous glaES'(ié, whole group) teaching.
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The force of these economic, architectural and educational
arguments has been considerable. According to one recent English
raview: 'new purpose-built open plan schools rarely contain
zoating accommodation for more than about seventy per cent of
thu nhildren at any one time'. Not all practitioners, haowever,
have found this innovation egually acceptable. Hence, like many
other elements in the modern primary school, chairs and tables
have become the cbject of prolonged and often emotive debate.
Superficially, the arguments and counter-arguments are abkout
the allccation of financial resources and the utilisation of
available space. At a deeper level, however, they also interact
with more fundamental c¢oncerns about the theory and practice of
primary educatiin. Ia short, discussions abcout tables and chairs

ar2 alno debates abeit sethods and curricula.

The first part of this essay explores the origins and
agsumptions of these debates. The second part relates their
logiec to the experience of the case study school. Throughout,
two questions are considered:

1. what are the shifts in educational thinking that
have given rise to these disecussions?

te to a reduced provision
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The standard answer to these guestions 1s at a lowered
requirement of chairs follows automatically from a weaker
emphasis upon class and jotter-based teaching. The experilence
of the case study schoel (..id the argument of this essay)
suggests that the case for this innovation is we:i - and

ir roncluaive,

ORIGINS AND ASSUMPTIONS

Debates about =~ ... smal rursishings and fittings have a
long history., Typi. o . +hey reflect disag:<eme;.ts about the
most appropriate furniture for a given teaching method or
curriculum. In 1725 the master of St Andrew's Grammar School
complained to the local council that, for lack of suitable
writing surfaces, his pupils were obliged to 'wreatt upon the
floor lying on their bellies'. At that time writing was
conridered a major (and somewhat suspect) curriculum innovation.
Even by the earl’ ninatecnth century seats were still regarded
as peripheral to curricula which emphasised reading rather than
writing. For instance, one of the se.ling points of the
monitorial system was that onl fifty per cent of the pupils
needed seats at any one tig.. (Each half of the clars took it
in turns to stand in groups and be 'drilled' by the pupll
monitors while the o+her half sat on bznches and practised

their 'ciphering'.)

Further controversies arose with the developmant of text- .
book curricula in the late nineteenth century. It was argued
that Scotland wag def- y sechool furniture. During that
period not all school v .ed suitable ‘locker' desks for the

ztorage of books and w. .y lmplements.

In turn, the heavy locker desks of the elementary school
also fell out of favour. By the 1930s it was held that they
were too cumbersome or lll-shapen for the 'activity' methods
officially advocated as suitable for young children. Neverthe-
less, locker desks sucvived until well after the Second World

War = though largely fc~ economic rather than educational reasons.

In the 1950s, a rise in the birth rate triggered a new
demand. School furnishings - like new school buildings - began

) -
- to be designed with an explicit concern for compactness,
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flexibility, ard approprlateness of size, Standardised
modules, interchangeable components and child-proof materials
became key-note features. Showpiece schools of the 1960s like
Zveline Lowe (London} and Kirkhill (West Lothian) deliberately
incorporated these new developments as part of their total
design. However, according to the official reports, the
specification of chairs fer these schools remained at the

fioure of one hundred per cent.
Chairs = A Vanishing Resource?

At some point in the late 1960s (or so it appears) the
idea began to circulate that a primary school could be efficiently
surnished with less than one Lundred per cent seating. The
gource of this notlon 1s as yet obscure, The fact that there
are no references to it in either the Plowden Report (1967) or
the Scottish Education Department 'Primary Memorandum' (1965)
suggests that it may have been a grass-roots or even an imported

(American?) idea.

The rationale for limiting the number of chairs in a school

1. That the bazlc unit of teaching should be the
individual .uild rathe- than the whole group.

whereby chlldrer can be employed on different
activit cu.

3. That not all lea ning -ztivities require a chair.

There are two problems with this »ationale. First, none
of these assumptions specifically requires that the provision
of geats should be fixed at less than one hundred per cent.

In fact, it would be possible for a teacher to accept all three
ideas and still legitimately demand a full complement of chairs.
This would follow, for example, i1f she added a fourth

asgsumption: that children should be free to choose their own

Indeed, 1f a teacher considered th!= last assumption to be the
most important, then 1t would definitely rule out & reduzed
provision of chairs. The freedom of individual choice would,
by ﬁacéséity, include the freedom for every child to choose a
seated activity. Thus, to restrict the number of chairs in a

school 1s automatically to limit. the number of curriculum
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options open to teachers and pupils. Certainly, an increase of
chairs may also produce a shortage of space; but this is not
an equivalent problem. Space can be created more easily than

extra seating.

The second problem surrounds the levels of seating that are
usually considered as realistic (ie, sixty to seventy per cent).
The derivation of these figures is as obscure as the origins of
the initial idea, It is someiimes stated that a sixty-six per
cent (ie, two-thirds) seating level fits easily where classes
are subdivided into three groups. In such cases the expectation
is that two t :xds of the class group wlll need chalrs whereas
one third will be working at non-seated activities or .t of
the class ares, On balance this explanatiﬁn is inadequate. It
does not justify the choice of three groups or indicate how a
pollcy of grouping squares with the assumplicw: that the
individual child should be the basic teaching unit, (By the
same token it woulé be just as reasonable to divide the class
into four groups and ha=s a seating level of seventy five

(cr even fifty) per cent.)

Given the educational weakness of the foregoing argument,
an alternative source for the quoted figures is that they derive
frem the application of a standard architectural formuis. By
this means a school's optimum seating regulrements are calculated
in the same manner as the «’,¢ of its playground and staffroom.
Nevertheisss, these requirements cannot be predicted
unambiguously. They also depend on the kind of educationzl
policy followesd by the school. An optimum figure in one
situation may be totally inappropriate in another.

Accidental Dissemination?

The rather hybrid nature of these ldeas about seating levels
suggests that they may have come into being for no other purpose
than to focus attention on out of date classroom procedures.

That is, they were formulated primarily to draw attention to the
shortcomings »f educatlonal practice, not as a model for

changing it. There 1s a historical parallel for this explanation.
The call for a reduced provision of seats in a school is
analogous to the rally:-a :(ry of an earlier generation that
locker desks shou"d be unscrewed from the classroom floor.

B9
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If this last explanation is, in fact, correct, then the
initial adoption of reduced seating levels may have been an
accident - the reluctant or 1ll-informed act of a financially

hardpressed advi ar or administrator.

Whatever thelr origins, the rap:d and widespread dissemina-
tion of these ideas is almost certainly attributable to the
concerned pressure of administrators, college l-sturers and
architects; three f rhe most powerful groups in primary
educatisn, Al""- acting for different reasons - expediency,
conviction or £ . ... i ueility - thelr combined advocacy has

been considerabl-~.

THE CASE STUDY SCHOOL

In cthe sarly 1970s teachers fuom the case study school
attendsd a local college of education for courses leading to the
Froebel (early education) certificate. During those years,
they first encountered the idea that a primary school class might

be organised around less than one hundred per cent seatin.,. At

practical cencern, a matter for staffroom disecussion rather than

achkool-wide decilsicn.

In 1973 the situation changed, The plans for the new’
lower primary buildirg had reached the stage where a seating
level had te be decided. Consensus among the staff was
difficult to achlieve since ind.vidual members reacted differently
to the idea that seating lavels might be reduced below one
chalr per child. Basically, three viewtoints were =xniessed.
One (small) group of teachers ‘iere prepared to put “heir beliefs
to the test and try out the idea. A seggnd Jroup (probably the
majority) accepted the general natiéﬁ éf a reéuceé provision
but felt that their own situation consticuted a special case.
(For example, one teacher argued that she preferred to teach
writing by means of class lessons.) A chird group of teachers
were lesg easily converted. ?hay felt reluctant to abandon
elther the principle or the §fastic§ of providing a full
complement of seats for their children. A characteristic
feature of this last group was that they felt it was educationally
important that each child should have their 'own' chair.

90
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To resolve this issue the headmaster of the school wias
asked to act as an arbiltrator. By his decision the seating level
was duly fixed at sixty per cent. In principle this action
closed the debate. 1In practlce, howe: x, the teachers wore
left with a possible alternative: 1f the designated seat'nu
level proved inadequate, iv could still be topped up with
infant-sized furnlture left over from the old bwildings. The
flexibilitv of this arrangement became apparent when some of
the ordered furniture falled to arrive in time for the openlng
of the new building. The «ld tasbles and chairs were immediately
pressed into service and, .in a complete reversal oI the original
intention, were ‘topped up' by th. new furniture as it arrived.
Eventually, a surplus of chalrs was created - which meant that
each teacher could operate thelr own seating policy. Some
chose the figure of sixty per cent while others retained at

least one chair Inr esach onild.

This arranc:ment did not last for very long. Within a
term all the teachers had built up their seating‘lévels to at
least one hundred per cent. The topping up, however, did not
herald a return to class teaching. Quite the reverse: as
shown below 1t marked a recognition that an adequate supply of
chalrs was recessayry to the individualised and balanced
curriculum t..a‘* Tz case study teachers were trying.té implement.
Thus, despite a certain sense of public failure among the
teachers who tried teo work with a reduced provision, the
intucvening experierice had taught them a gzéa; deal about the

relationship between teaching methods and seating requirements.
At Classrcoom Leval

The teachers who found themselves unakhle to operate with a
reduction in chalrs reported the fellowiny experiences. 1In the
first instance tley all found it impossible to avoid times when
thelr entire teaching gro., were sitting on chalrs. Sometimes
this arose through the teacher's own decision; at other times
it arose through the actions of the children. Alti:tugh the
frequency of these cccasions was rare and their ¢.cavion short-
lived, the teachers rega:aed.éhém as an essential, parct of thaor
work. In so far as these experilences served —d.cational

purposes that could not be achieved in auy otuer wev. the

9%



82
teachers were unwilling to abandon them for the sake of a

handful of chalrs.

A second experience related to the use of chairs as a
moveable resource. The teachers conceded that it might be
possible to use less than one hundred per cent chalrs for much
of the school day but had found that this usually required a
certain proportion of chairs to be moved constantly from place
to place. This occurred, for exampie, when a group of children
wanted to set up a 'school' in the 'shop’, or a 'hairdressing
salon' ir the home base. The teachers not only felt that the
movement of chairs created avoidable disruption but also that
the assoclated shortage of chairs inhlbited their pupil's choice

of activity.

A third observatlon (made by the teachers of younger
children) was that a limited supply of chairs could interfere
with the educational principle that certain well-used are-3
or activities (eg, milk, sewing, reading) should have a fixed
allocation of chairs. The justification for this policy was
that the presence of chalrs could help children to perform
activitles that might otherwise be too difficult. It was also
argued in favour of such a policy that it helped to prevent
certaln practical problems (eq, splllage of ﬁilk, loss of
séwiné needles, damage of books). In these instasnces the
combined welght of the educational and administrative advantages
was sufficient to convince the teachers of the need for extra
chailrs.

Finally, all the teachers reported that they were
unwilling to allow children to write while standing at a work
surface or lying on the floor. The notion that children should
be allowed to write 1n the=e positions has been one of the
outcomes of the chalrs debate. Without exception, =. - case study
teachers reacted unfavourably to the idea. Like the .. st=while
master of 5t Andrew's Srammar School, they felt that children
vhe are learning to write should be encouraged to use a suitable

girface and a cesfertable chailr.
enelusic

Ve le ersay cxamines a rather curious discrepancy between

Coerart e, Ik Eeﬂusés? on a school of thought which

SN N
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holds that a modern primary school can be adequately equipped
with less than one chair per child. Owverall, it questions the
practice whereby chairs are shared rather than a guaranteed
resource. In effect, this means that chairs are downgraded to
the same status as painting easils, water tanks and sand trays.
As a result, special rules are neesded to regulate the pupils'
access | » *hasn. In turn, these r+ivs have an impact on the type

of methods and curricula which cri +2 used by teachers.

It may bho expedient to ir provision of the
painting eas.is at the expen . cnair . But, in the process,
there is surely no need to r :» : =duc .lonal virtue out of an

economic necesslty.

* * k k k % X
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ALL WORK AND NO PLAY?

'Learning experiences, in so far as they

are a school responsibility are structured.
They are arranged according to more or

less definite views abeut jearning
processes, about genersl human development,
about the expectations of various groups
external to the schuoi, and about what is
feasible and desirable in an institutional
setting where many constraints limit the
rf;11sat10n of the values to which educators
aspire’,

(MaTcolm sk<ibeck, Fducationalist)

The labels 'work! and 'play' arc zzmmonly used to
differentiate the various activii< :% sf‘ thez pm? Y
school day. Ihis essay ‘ighlighte ih. *%
of these terms by analysing the vies =55
group of ceachere who wanted to aboifls’ wieh a
dzstzﬁthéﬁ. Cverall, it suggests that debates about
work and play ave not so much about differentiating
the eurrioulum as about changing 1t.

One of the basic distinctlons in parimary education is
betwéen 'work' and ‘play'. The forrer has —onnotations of
intellectual g» ‘+th, industry and public achievement wheréas the
latter Wisnally expresses jdeas about social development,
re:féagiéﬂ and pezgéﬁalbfulfilment; In turn, work is sometimes
conaidered central to the primary school curriculum whereas
play is treated as a more ﬁafginal activity, cptional rather
than essential.

This distinctian between wa:h and play is prominent in many

sontempérary discusaléns abaut early education. Basically;

94
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there are two (longstanding) schools of thovsht. One view -
sometimes associated witii che name of Friedrich Froebei - i

that the early school curriculum should provide for and build
upon the’spcntaQEQBS play of young children. The alternative
position ~ sometimes associated with the name of Maria Mortessori
is that the early school curriculum should, from the autsat; be
organised around a much more interventionist type of teaching.

At the risk of over-simplification, the Froebelian view is that
work is a special kind of play whereas the Montessorian position

is that play is a speecial kind of work.

In recent years the increase of pre-schooling has given
these debates a new .ease of life. Thus, play groups reflect
the Froebelian view whereas nursery schools tend to embody the
ideas of Montessori. The distinction between work and play
can also be used to characterise the difference between pre-
schooling and primary schocling. The former emphzsises the
educational value of play, the latter stresses the importance

of work.
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Sagren)

These vliews about work and play were also reproduced among

the teachers in the case study school. In particular, a small
group = the starting point of this essay - took up an extreme
position and arsuzsd againcht anr kind of work/pliy drsvisction.
For instance, durivy the course of an interview one teacher
prefaced certain remarks by: 'When I say water play, I mean
water werk'. On a different cccasion another teacher argued
that all references te 'play' in a description of her teaching
should, in the fipal rersion, be replaced with the word 'work'.
In short,; this groun of teachers aimed to overcome the arbitrary
nature of the work/play distinction by labelling all activities

a8 'work', irrespective of their content or purpose.

At first glaice this issue appears to be a personal matter.
If a teacher decides to regard certain activities as work
rather than play then (or sc 1t seems) her action need be of
littls concern to other people. However, 1in certaln respects
this relabelling acti- ty had a much wider impact. To remain
true to their beliefs, the work-not-play teachers also tried to
modify their classroom language. For example, children would
be asked if they wished to 'werk' in the painting area c¢r in
the 'house'. This pub’ic demonstration by the work-nct-play
teachers lnevitably brought their iews to the notice of other
teachers, pupils and parents. 1In this way the work-.aot-play
debate became a soclal rather than a personal issue. And, as

cascribed below, 1t created all kinds of new problems.

ATTITUDES AND PRACTICES

Beliefs about work and play are not only expressed
verktally during informal discussions and staff meetings but
alsc actively in the day to day organisation of teaching.
Basically, the work-not-play teachers tried to implement two
relared assumptions:

1. That the same degree of seriousness shoulld be

accorded every aspect of the school day.

2. That every.schocol activity should be regarded
as contributing to a child's education in some
way or another.

In practice the first assumption was particularly difficult to

Q demenstrate. For Ilngtancs, to treat every activity with equal

ERIC
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seriousness does not necessarily mean that each one should
receive the same amount of a teacher's (or pupil's) attention.
Neither does it necessarily mean that all activities should

receive the same priority.

The second viewpolnt vas expressed more visibly. This
occurred when teachers combined 'work' and ‘play’® activities or
when they gave greater prlority to activities that conventionally
take place later in the day (le, after work). For example, some
teachers included 'mllk' as part of thely pupil's daily work
schedules. Similarly, other teachers encouraged their children
to use the 'wet' (le, play) area, before they started their
‘dry' (ie, work) actlvities; or read to thelr pupils in the
middle of the day rather than at the end. The second assumption
was also demonstrated by the way some teachers devoted more
time to optional or extra activities. That is, they made
more conscious use of the music room, libraxy and céﬁrtyards
and set fewer jotter—based tasks for their pupi.ls' homework.

To this limited extent the work-not-play teachers wexe
able to reorganise their teaching around a weakened distinction
between work and play. In other respects, hovever, they vere
less successful. One minor problem was that the teachexs often
found it linguistically clumsy to replace 'play' by 'work'.
Games, for example, are still converticnally 'played' nor
‘worked®. Iikewise, 'play' 1s still the most acceptable
antonym for ‘'work'. (If a child is not working, what axe they
doing?) X

A moxe Jdeep-rooted and delicate source of difficulty for
the teachers related to the contrasting views about work and
play expressed by thelx pupils. By the time children start at
school most of them already have well—establishef] ideas about -
these activities (eq, sa.mipits are far play, books a:e f@:
work). Thus, by aban&f;ning the notion of ‘'play', tr;e case stuﬂy
teachers vere quite aware that their own bahaviau:: might
conflict ’th.h their pupils!' expéctatiénsi Wr:rse still, they
;ealisea that their actions might be intezgrated aa a deliberate

‘,.at h{ma a;mi elsawherg. T‘hus, albe:Lt uﬂwitti gly‘ the tea
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Despite these practical and ethical problems, the work-not-
play teachers were reluctant to abandon their viewpolnt. To a
variable degree, they continued to use 'work' instead of "play'
in their discussionsg with the chlldren. Overall, however, they
accepted that the counteracting strength of outside opinion was,

at least in the short term, probably far greater than thelr own.

THE VIEWS OF THE PUPILS

During the course of the research an attempt was made to
put these ideas in context by looking more closely at the views
of the pupils. A random sample of five children from each of
the £ive classes in primary one, two and three {ie, a total of
seventy five children), were asked six questions about thelr

gchool activities:

1. Where do you have your milk?

2. ‘When do you have your milk?

3. What sort of things do you do in the courtyard?

4. What do you do when you've finished your assignment?
5. When do you usually paint?

6. lho usually decides what you paint?

The expectancy =- based on earlier cbservaticn and discussion -
was that the responses of the nlder children would yeflect a
strengthening rather than a weakening of the work/play
distinctlon and that, in part, this would result from a gradual
differentia~ion of space and time into areas and units of work
and play. For instance, it was anticipated that & higher
proportion of primary three children would:

a. Drink their milk outside .he class (ie, work) area.
b. Take milk at break.(ie,; play time) fﬁthé? than at
other times of the day. ‘
¢. Work inside the building rather than out31de in the
courtyards.
Although the iatérviews showed considerable varisti&n from class
to class, the overall expecgaﬂam vas sustained. T‘he zasg@nses

were as follovs: | 598 :



Pymary Prinary
One Three
Children who reported drinking 7
their milk outside the class 0% 100%
areas
Children who used the words
'break' or 'playtime' to describe 8% 43%
their milk time
Children who reported that they
had not been out into the 389 64%
courtyards during the autumm - °
term

A related observation had been that a greater paxt of the
primary three day was devoted to activities deened to be 'work'.
To this extent 'work' began to predominate over 'mlay' which,
in turn, became relegated to the status of an out=~of-schooel
activity. The interviews reinforced this chservation, When
asked "What do you do when you'we finlshed your assignmmt!
Jobs?", the replles from primary” one more frequently contained
the word 'play' than *hose frocm primary three children (39%
as against 22%). '

Instead, the primary three children usually referred to
other curriculum activities, For example, forty per cent of
their replies contained the words 'painting’ ard/or 'drawing'
(compared with four per cent of the replies in Eriﬁlafy one).

At first glance painting and drawing - esgaciallj( if they are
optional and pupil-dixected - might seem to be syﬁénynaus with
play. However, in the case study school this 4id not agpe'af

to be true. By the time the children had reached primary three,
craft work began to fill a ‘sgaéiffi«: slat”iﬂ‘thé day and in most
cases was organised axound topics outlined by the clas% teaghér
Again,these overall differences bat.wean p:i_mary ome - a:nﬂ three
were reflecteé in the way the chilérérx EnEWéI’Eﬁi tha quésti.ans
about when they painted and who &eciéed what they sh:ml& paint.
For example, more primary three chila:em :ep@rted that they did
painting at a special time; ox. after their wefk‘ DR
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When do you usually patnt?
P maxy Primary

e Three
Snecia’ time {eg, 'after Tunch') 16% 20%
Any time 20% 4%
After ‘work’ 0% 48%
tnone of these) 447 28%

(1oé%) (100%)

Similarly, more primary three children repoxted that their
teacher decided what they should paint:
Who usually Jescides what you paint?

Frimary  trimary  Primary

one Twe Tree
Me 56% 24% 32%
The teacher 12% 16% 447,
Both (me or the teacher) 4% 40% 16%
(none of these) 28% 20% 8%

(100%)  (100%)  (10u%)

These separate references to the activity of painting
suggest that at some intérvening stage beiween primary one and
primary three it shifts across the school curriculum from being
a play activity to being a work activity. The intervievs
provide further support for this idea. 1In so far as the largest
group of primary two children gave both 'Me' and the 'teacher'
as the source of decisions about painting, their replies come
sorcwhere between the contrasting patterns of primary one and

primary three.

DISCUSSION

The first part of this essay discusses the concepts of
work and play as used in the primary school. In particular, it
focuses upon a small group of teachers in the case study school
whaAsaught to abolish the work/play distinction. In many
respects this wa:ksnat—glaj‘gréup were the leading edge of a
more general trend within the school (and, possibly, in primary
education). However; what made them paxtiéula:ly'éspégicﬁdus

was not so much their classroom practice as thelr classroom
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The second part of this essay considers the concepts of
work and play from the point of view of the pupils in the case
gtudy schoocl. Contrary to che (sﬁértstérm)bhages of work-not-
play teéchers, it suggests that there was a hardening of the
distinction between work and play over the age range from primary
one to primary three. Although the school day was increasingly
dominated by activities labelled as 'work', this does not arise
fxom the breaking down of barriers as from the gradually
withering away of those activities which, lower down the school,
weore conventionally defined as play. In the case study
instance some of the earlier activities (eg, painting) were
incoxperated into the woxking day whereas others (eg, use of
the courtyards) progressively disappeared from the curriculum.
The fact that the primary three day was more work-oriented than
the primary one day reflected a change in the curriculum, not
a change in the labelling practices used by the teachers.

In this sense, debates about work and play are not only
about a search for a suitable terminology but also about a

gearch for a sguitable curriculum.

5th February 1976.
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EPISODES OF SCHOOL LIFE

"This open-plan school s more structured
than 1 imagined’

{Papent)

MLig eseay te primarily informative. [Three
desoriptive snap-shots - ome from each of the first
three years - try to capture the complexity and
oontinuity of life in a modern primary schoul.

A DAY IN THE LIFE OF A PUPIL

Ian Rae has spent almost a year at school anﬁ ig gpp:’aiahing
his 6th birthday. Compared with the other boys :Ln his élgsé,--ha
is slightly smaller in body weight and height. Hias "mﬁst: aﬁﬁiéﬂs
identifying features are a round freckled face and 1light gingez o
hair., On the day in quest;l.@n {13th May 1975) he gat up soon
aft,er 7am, put on his school uniform and tidied hia ::mm. '
While Mr Rae taak his yaunger brathar - spend t.he dag‘wi.th
G‘@ann;r Ian p@lishad off the breakfasi; prepa:ed by h,i.a‘ mt,he::.

. ;At_f_ B
1()2
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At £,20 Morag and her father arrived in thelr ecar te take Ian to

grhool.

¢lass.

08.50

09.11

09.28

09.30

exercige Miss Daan dictates a set af wards’which the

"I mada a wish,“1
Qsheets, ships; shells‘"‘

En route they collected Mary who is also in Ian's

By the time Ian enters the school playground most of
the 24 childrenr: in his class have already hung up theilr
coats and emptied thedr school bags into the dravers
that serve in place of desks. Ian comes straight into
the learning area but before he takes off his jacket

is attracted by Peter's red-uniformed 'action man'.
Returns to lobby to hang up coat. Unpacks his brilef-

cagse. Rejoins Peter to talk about the acticn man.

Without prompting Ian ls the first to line up for
assembly. Holds the door open for the remaincder of the
class to file through. Brings up the rear as they enter
the hall.

After a short bibliical story, two prayers and a hymn,
the children return to their class base. As usual they

sit on the flesr arocund Miss Dean's chair. She asks

them for their 'nmews'. Although Ian is at the front and

puts his hand up immediately, he has to wait while Miss
Dean glves other children the opportunity to speak.
Evantually Ian ig given his chance. "I was out in the
garden. I theought 1t would be awfully long while I
walted for mummy. We went shopping. Some for mummy,
some for me (pause) anﬂ we lef t some for daddy." For
the rest of the time he sat siléntly except when drawn

into Alan's news ("Ian, you knaw wheré I liveg.. ).

Miss Dean reminds the children not to- farget thair milk
and then gives out two sets of jatters and the nawly—-
marked workbooks. -

Tan takes his hooks and sits near the: biacjmaaf’a”‘at’a*'
small tabla with Maurice, Iris and Janet, As a clasa

aish, erash*ﬁsglash,-




0%.33
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09.51

10.00

10.02

© 10.05
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Refore leaving the class to work on thelr own, Miss Dean
indicates the layout to be used in the sums book, and
rehearses the individual work on sounds. ("What 1s a
match?....What is a Chimp?..,.What does this word

say?") The blackboard already displays the programme

of work ('(1) sums (2) sounds (3) workbook

(4) cheoosing') and, to one side, Llndicates the
supplementary material for certain of the tasks. The
children can complete the work programme in any order
they wish.

Tan gets up, goes over to his drawer and puts his work-
book away. Then, apparently changing his mind, puts

the sounds book away and retrieves his workbook. (The
workbook contains printed exercises which require the
children to fill in words - in this case 'eye', 'ear'
and 'nose' - and then use them in‘a variety of contexts.
Each child is expected to Go at least one page.) Ian
makes a mistake (writes 'nose' on a diagram of the face
instead of 'ear®'). Fetches rubber from side table and
makes the correction. Puts 'nose' in the box for 'ear'.

Fetches rubber again.

Reads sentences aloud sounding out the key word:
"This one has no e..a..r..s./ This one has one eye./
This one has no nose." Delves into the two tins of

coloured pencils on the table to colour in the face.

Has reached second page of workbook. Mild dispute
breaks out between Maurice and Iris as to whiéh'cglgﬁred
penéilé they should be ﬁsihg Ian,sée@§ ;b1ivi9ﬁs ta
this discussion but eventually bzaaES’ihwfé ﬁell them

"You two use these ;en@ils, and we'll use thése"'

Ian wan't let Iris use his six inch ruleri Iris asks
again. Ian refuses but adﬂs a reagan: “it's a new ane"
(The children a;e free to use the class fulers which are

kept aiang with tbé rubbafs NI

Ian turns ts: a naw paga in his

IWbrkh@a bﬂt;ﬂeei&esrnat
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10.18

10.20

10.43

11.05

11.08
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workbook to Miss Dean before putting it on the pile for
marking. Returns pencill case to drawer. Goes over to
Peter and Moira who are playing on the floor with wooden
blocks and the action man. Ian seems more attracted by
the latter,especially when Peter indicates that it can
talk.

Ian retains the action man while the other two build a
fortress out of the blocks. He tells them to "ashh"
when they =ake a noise turning over the blocks in the
stocrage tray.

Miss Dean joins the trio to talk about the action man
and the fortress. Before leaving the group she
announces breal: to the whole class by reminding them to

be ready to come back early for P.E.

(Moxning breek.) Ian spends most of the time chasing
about the playground with 4 classmates. Occasionally

gets a little perturbed when they become over-boisterous.

Class line up at the edge of the playground while the
remaining 250 children centinue their playtime. Mra Lee
(the auxiliary) marshalls them into school. The P.E.
teacher, Mrs Aire, is waiting for them in the hall,
Children take off their shoes and socks and spend 20
minutes on various running, stretching, curling and
jumping activities. Like the rest of the class Ian
participates fully in the spirit of the occasion

("Jump up like a rocket taking off").

Ian puts on his sandals and is fourth in the line
waiting to leave the hall. Chats with his neighbour,
Since the music 'room' is in uée,»the clasc ceturn by
gaiﬂgrthe‘iang way round through 4 atheryteéehihg areas,
Tan sits with three others at the milk table. Their
discussién is inté:fuptea'ﬁﬁen Mr Hamiltori asks them
abaut their marning's aét;vities.v |

upan a request f;em tha teaeher, Ian fet;hes his Laaybird




11.30

11.32

11.37

11.57

iz2.01

96

Ian puts his reading book away and goes over to the other
side of the class area to loin a boy playing with a
plastic interlocking construction kit. After a few
second he changes his mind, walks through Mrs Barber's
area and out to the toilet in the lobby.

Comes running back and talks briefly with the boy using
the construction kit, Fetches pencil case and sum

hook. On a fresh squared page he coples two number
lines (0 1 2...9) and the first column of eight sums
from the blackboard. (At this point Ian could not
refer to his teacher since she had briefly disappeared
frem the teaching area.) Begins te fill in the angwers:

B+ = 8; 6+ __=8; etc.

Gets up to fetch rubber but realises that Maurice
already has one. Ancther boy comes by and asks to
borrow the rubber. Maurice asks Ian for help with his
sounds work. Ian suggasts he should think of the sounds:

"Ch, its got a ch in it".

Tan takes 3 cuisenaire rods from the tray left on the
table by Irls but makes very little apparent use of
them. Begins to write out the second column of sums
(eg, 7+ _=8; 1+ = 8). Talks to himself about the
work: "T wish its finished"..."(later) Oh dear".

Rubs out the second answer column of Bz and writes them
in again. (By this time some children have completed
their set work and begun to do 'choosing'.) Ian
completes the sums. \

Takes his book for Miss Dean's inspecticn,_ Replaces it
in his drawer but remembers that it shcul& have been put
on the marking pile. Starts work in hisr'saunas! back-
(Although the jotter comprises blank pages, Hiss Dean
has already inserted suitable guidelinas gn a hiank
double page.) The right hand page is divided inta 6

squares and Ian begins to prepaxe‘a_picture tp“i"rugtrate"'
the Wﬁ:ﬂ 'catch‘ Fillﬁ thg entir quu' B




12,19

12,22

12.25

12.33

12.35

12.55

Entire alaas are sent ta fetch their
" bags.
'take their reading bg@ks hame )
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All six squares fillled (catch, match, stitch, witch,
pitch, rich), Ian begins to write his sentences on the
bottom half of the left hand page. He reads the key
words frem the blackboazd.

'T gee a cheek.
I see a chimE
T liek cheesge,
T choose at scool not always.'

He carefully enters all the full stops as a final
flourish, '
Ian begins to make up words and put them against the

numbers on the top half of the same page.

(1) shot (4) star (7) choose
(2) ship (5) still (8) chat
(3) shop (6) stick (9) chose

Puts book to be marked., 'Watches girls playing at
'hymns' in the base, Moves on to dismantle some unifix

blocks.
Starts playing fuotball on the floor with aneother boy

using pleces of modelling apparatus.

Miss Dean asks the class to tidy up and then gather round
her chair for 'steries'. Maarice has b:aught.a:subﬁazqua
diver's wrist campass/pressnre gauge, Miss ﬂeaﬁ‘useg.
thisg appartunity te glve a shart ahject lessan-' “Wha
would use this watch?...What else does a diver wear?“'

Ian anawers three of her questians (“1 knew why they ve

got flippers - to help them swim“).
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cleaners began to appear with their vacvum cleaners,
brushes and rubbish bags. oOnly 37 days remain until

the sunmer holidays.

May 1975

A DAY IN THE LIFE OF A TEACHER

Law has been with the schoeol for 4 years. Omn Thuzségy, 15th May -
just like any other working day =~ she arrived in schosl before
08.30 and vent straight te her work area and began writing the
day's programme on the (brown) blackboaxd. ' As she wxote, the
space became filled with a set of eight sums; work for the
children's busgy books; and a summary of the basic tasks of the
day ('(l) red sum book (2} busy beosk ' (3) 4 sentences (4) paint
a landing craft'}. Much of the work is planned round the theme
of 'space exploration'., The children's ages range fxom 6 to 7

years.

08.49 ‘Three of the class are already standing around talking
amonyg themselves, Mrs Michie (an auwxiliary) is topping
up the painting jars with-fresh paint, ¥Miss Law goes
te the staffroom for a guick cup of coffee,

08.50 Returns and talks : infoymally with Mx Hamilton and some
of the children. Bulld-up of childrxen in the class
area. Some of the boys are playing in the space
rocket.

09.00 Misg Law asks Hugh to round up the rest of the clasas
from the playground. (There aze no bells.) The children
(11 girls and 14 boys) line up in the class area and
file into the hall for the Primary Two hymn practice;
The other taachexs 1eave thelir- chilﬂren in Miss Law's
care. 140 Ehila:en sit rguna fha pianc while she

- rehearses the difficult passages ané chEcks that the
ehiléren can natch the tuna to tHE'warEs.

09.08 Mra Nuthall comes into the hall and brieily changea
' placa with Migs Lav. She isn't satigf;ed Vith the -
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children®s singing at the previous assembly and asks
then ©o try the hymn again,

09.12 Mims Leaw returms to the pilano and rehearses each of the
sist classes in turn. 28 some of the non-participating
children bocome restless, Miss law stops the practice
to remind them of the disturbance they are creating.

09.24 Hymn practice is brought to a close with all the
children simging the £drat verse of the hymn - '.Ihe
childrzen file ﬁut; row by row, U’p:n xetyrning to her
class Miss Law aaks the ci'nild:en i;a Join her in th:E
aemiaencl.esed clsss base bring:lng thely honework l;aal-:s-
Tells then that she is pastganing 'news ! t.mtil 'tha end
of the: day. Ome by one, fiwve élifﬁerént; cElilérem a;re '
aglced to read wvhat they have written- nb-aut ‘g spac:ﬁc:aﬂ:
landing on aar’th‘ ' Th-s whole group, afe imvited to
commenxt on the mawars + The aisc:t:SEian 1&!@5 to a
miror diwersiafx to consider- the relatignship bstweaen ‘
heat and frdetioma, Miss Iaw asks tha children 0 ::ub
their hamads together,

09.35 Miss Law uowes om to the lmmewsrk surss and, with the
children®g gsgiar;am:e, reealmlates ‘the aﬂawers «. When
agked, three t:hi].d:én :lnd:icgte thgt thgj made. m e:rf:r.

Misse L.aw c&ma:nts on thelx answers b;r u.-sl;:lngr Eﬁr B
instanca, whetlief they- ha've the z:Lght mmber in thé
'hunireﬂs' éalum T L

El{lc

JAruitoxt Provided



09.49

10,06

10,10

10.15

_Begins :marking the mewc:k baal;s f

9 th.aj.r gms

100

the process with them.

Tieaves the children to continue with the sum=s or o move

on to anothey activity. Miss Law congults her maxk

book and then calls out the names of one of the reading

groups. Four beys bring their boocks to whara ghe 18
mitting. The boys read Lnéivid&ally as Miss Law .

r;antinunusly scmns the yest of tha :lassi Qccasmnally
she intervenes to elicit infafm&tipn, !:a p:gmgt and to

-en:au:g.gg .

'Hias imr gi\ras Neil pe::nissi.qn te gs ant ta the J.@bbg.

Reading grnug disbands. Ne:Ll returns with a paiﬁting

::verall but is unable to f;lnd gager in- ths ggi.ntiﬂg

area. ippaala to ELLEE Lav for. help- B.LE: Law gaéa

‘over %o the palnting area gmﬂ finds seme, paper . ,
‘Reminds the claas to- mplate thei: busy bnaks ané sun

books before break. Bally a:mi Martin are agkea t:; bring '
out their zaaﬁing backs. C

‘Miss Iavw explains to tha els.ss thgt they miiEt ﬂnish
writing out the aums =0 that she can’ t;lé!n t.ha haarﬂ
doring ‘break. o o . ' '
Emi of ‘second réading ‘group, ‘Mlss Law '521:2 -'the milk
boys' to fetch the crate and- St;gws fram the l::bh:y

Asks .Simon o J:::ing his regding J:n:rak. Reminas Eugh ta

:::1;9‘ éarwn aLl the si,ms

érink their nilki_ E;hazts t.ha ‘Er::
Remi.na: .Elr" ehila;:en' to e
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fatch their 'sounds® bc::ks. Miss Law stands at the
hlac!:b@ard and writes up the 28 sper.-ial we:cls x:ffered by
the t:hildren (moon, crater ::ackets. -,eagsule, apm:ewalk).‘
Some words provoke éiscuasian. By, 18 "amtronaut'

g:efergble t& . sgseeman 7)

11.15 Aslr.a t.he ehildfen ts: chc:ose fﬁﬁr e:f t.ha (wgzcis_and wr:l.te

o af a agaaa ;'t:m}:ei;. e "dlacusse
m!.ght be ci;l.splayed‘ Event;uglly she
to hang it ;n thg paﬂ apace’ betwe -
gaim:ing a:eaa.v o

’the:l: baal:s.l_vj re are re SR

ERIC
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children give out scisaars, stick.y papexr and thip card.
Miss Law shaws the entire class how to make a :@sket by
folding, cutting and mounting the sticky paper. Hugh
continues with his sentences., Miss Law khEL;gs the

children who have cut incoxrectly.

12.20  The ‘children decorate thelir cut~outs Jas' they wish.
gone use scraps of sticky paper . others’ use coloured
pencilz, One boy asks if he' can include the méﬂ.e_ga o
flag. Miss Law finds one for him in a élras,s: l:l.b::afy
baok. | R TR R

12.27 The children who gave out the equigment axe ask.ed t@
collect it in again.- Miss Law writ,ea the heruwork on
the blackboard for tha children to copy - j.:n their hamawerk
books (eix sgelling w:srﬂs ». three. sentenc-ea and ﬁﬂa «
3=digit subtrae:ti@n sums) Sha g;l.ves m;t: the hame*mrk
jotters, Qne girl a.sks foxr a new ht:@k‘.. ‘

Lot

12.41 geme children begin to pack up their s»:‘ie:al. bags and
ga into the base. Miss ‘Law. chats infamlly vith them
while waiting for i:h.e athe;s. (Two are &t the tt:ilet;,
five are writing out thé hamewask ) :

12.45 Miss Law starts the 'naws‘ EEBBiﬁD- Inﬂivi.dual chil&:en

stand up ana xeeaunt sm;h activits.es ag: \r '

ERIC
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and to write out her work plan for the following day.

11th June 1975.

A DAY IN THE 1IFE OF A CLASS

34 comprise 30 boys and girls whose ages cluster around 8 years.
Along one side their rectangular class area (designed for 25
children) opens cut onto a 'wet' zome that is shared with two other
classes. On Tuesday, 20th NMay L1975 the children began té arxive
in the school building by ©8.30. When John came in carrying a
bucket of winkles, the other children gathered round. He took
some out of the bucket and claimed that "they might attack the
school". The other children seemed to be both horrified dnd
amused.

08.50 Mrs Thomson enters the class area. Immediately the
children focus their attention on her presemce.  After
counting the class while they sit at their ta’hlés, she
asks them to gather xyound her chair by thé. blackboard.

Most of the children sit on the floor. '

08.56 The last child arrives, For the next 30 minutes thE
class eagerly confront thelir teachax with phc:tc EQILF"}' and
with the excitement of their weekend‘s exgl:ai;t:s. ‘(Many
of the-children had been away i;-t:m 'hémg ‘since Monday ;haa

been a l:u:a; heliday.) Msteriﬁus p’

unpackeé Lo fa\real sea shells, f@zeig
:L flets a,na othar ai;jeets_ for the di




=
o
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noon, she feels under some pressure to give them the

maximam time to complete théir formal activities.)

09.37 The childyen dispexse to their desks while the jotters are
"given out. Without any apparent sign, 6 boys move into
the painting area and continue their :adge:atiire'gz?ﬁ work
(preparing a life-sige portrait of a‘vikingwa’f;?i&:; and
a scaled~down painting of a longship) . Remainder of the.
class begin the work pragramé.’ Not all of them stafzf
with the first item. Mrs Thomson reminds. thasa wh«: have
'gsee me' in their books to- Join her in. the reaaing grea.
‘fhree children come forward. Stephen asks to-go to.the’ : |
tollet, I - o

09.45 The blue reading group (2 bgys, 2 girls) a:e ::equésted ta

bring their books to-the reading area. _While t;hs _
_ children are reading aloud; zu-s%'rhaﬁsbn- uaiﬂtamg csﬁtaet'

with t‘ne yest of the class, Ene* g:l.rl cames aut fé: a }
. .spelling word; another. bring's a m:te‘tmm he; ;_sarents,

Hamish asks for-the pink paint. ~After some discuss

about possible alternative procedures;, H:a »'Ihmgan ashs .

him to wailt until Mrs Amﬂezsan (i:ha a.uxilia:y) bec::mea |
" availeble.

10.00 End of :Ei::st :eaaing group. :D;nald gai.ns Hrs 'L‘hgmsan‘s

ive hexr his ‘ngwa'

mar!:ea. Susan has brake:ﬁ tha buelﬂe on’ har hcse,

: Hra Thmsm -:ffers tb ! 'hana ﬁer-

ERIC
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10.20

10.55

11.15

. Children move bstween the tables ("Can: I barrcw ycurj?

. as thsg arise.,_ ,
: 'fiaalesueks ' and

o5 .

As it is raining, Mrs Thomson cautions the children to take
care while they are in school during playtime. Within

two minutes the whole class have migrated into the wet

area to eat .thelr sweats,'Exisps,“appleS’and aanéwiehés;
During playtime they gradually drift back into the classy

area and stand around chatting.

After break Mrs Thomson gives the entire clasS'aishert
spelling exercise based on the previous day's hcmewark
(stayed, clever, drove, home, next). -Puts the new o
homework on the blackboard for the children téjﬁriﬁé’in their':
hemework notebooks., (It is linked’ to the class. wsrk ana
inecludes six spelling words ‘and 4 simple divisian sums. )

The other activities continue. Someone asks “whatfcalsur;

is an octopus?". L R L

The yellow reading gréup convene (5 membefs). Tﬁé'héys _

go out teo paint.

Some children begin to finish their wmrk pfagragmes ana
move on to optional activities (painting, plasticihe,'
My book on- the vikings'). BSome‘'children take lﬁnger at
their formal tasks sinc- they have additianal vork f'
specially devised by Mrs Thcmsan.' e

pen?™) . Gordon: ana Julie are seafching fsr a :ubbe:
the flaar. cnildran appreaeh Mrs
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class area. Eventually, all the class are ready for lunch.
Some go off to the hall while the others remain to eat
their packed lunches in the wet area. The weather begins
to improve and by 12.30 most of the children have moved
out inte the playground.

13.05 The class reassembles and sit at their tables. H:s -T}zamsan
sends the knitters out into the wet area. Mrs R@Eeztsan
{the craft teacher) arrives as they are unpacking. their
knitting bags. Under her sugaﬂisiaﬁ the g:::mp rapidly
settle to their task of knitting smallgarments f;:r soft
toys. They continue with this activity until 14.25.

13.07 The purple reading group assembie- in the :ééﬁing "afea; :
Martin asks permissicn to go to the Library - Julte
complains that she is not- feeling wel;i_ only 6 -ﬂhilaxén
remain working at the tables. Scott lséa.rchesfaz his
orange pencil. Mrs Thomsen t:atehgs his eye while iiéténing
to the reading g’raup. V

13.27 Julie approaches Mrs 'I"hgmscm and is asked ta sit bésiﬂé _
her. Mra Thomson ma:ks Julie's hook. Jenaﬂzan aska to ga
to the tollet. Two girls come back frt:m the Lib::a:y
Julle gets up to sharpan her pencil and I.‘Et‘l.‘lﬁ!‘ls ’Ec:l he::
_seat. Reading group move on t:t a new stc:qr.» Hrs Thmsen
discusses it with them in relative‘ peace. Eﬂd @f reading

group.

13.40 Girl starts waz:k in plast:lciﬂe. Ecrdﬂn is ﬂrawj.ng“a
windmill. ~Julie camplei;es tﬁa ‘work Pfi;!g 1

~ Mrs mamscm s assiatanee- :

Two boys Pzemre a collage to deco

ERIC
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listening to the poems although not part of the poetry
group. '
14.28 Paul asks Mrs Thomson to inspect his plasticine model.
Some children Begin to pack their school bags. Thé v

knitters return.

At 14.35 the class listens while Mrs Thomson announces that
she will be absent the following day. - She also xemlndsthem that
it will be the last day for the photo mane’y_" When. the child:éh are
ready and standing by their tables, they reply as a grcup “to
Mrs Thcsmgan B "Good afternocon'. The 'party' people are dlsmissed
f;:cst (it is Heather's E-irtﬁday) . By 14.40 the ehildren have all
alsappeared leaving Mrs 'Ihc@san to :cfmpléte her marklng ami write

out the next day's work on the blackboard.

'11th June 197S.

I?até :

These three accounts have béen p;:épa:ed to give ‘some j.dea of

the pattern of life within an open-plan schbal. c:lass, a- pupil

. and a teacher were selected at random ‘from a pepulatinn af 17 -

. clagges. The only xestriction placéd upon the selection’ p:ac:edu::e
was that the final sample sﬁculd ;Lm:lude sne :epzesentativé 'fram
eaeh yéaI (1 - S)i : T

‘upan .
: Euggeatians hav
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THE LOGIC OF THE OPEN PLAN SCHOOL

'Knowledge one has acquired without sufficient
structure to tie it together is kncw1edge
that is 1ikely to be Forgatten'

(Jerame Bruner, Psyckglagzst)

It is a truilsm of education that the daily lives of teachers
and pupils are affeetea'bj the political, economic and intellectual
climate of a nation. The extent of this influence, hawever, is
less well understood. Tt is very difficult to translate national
statistics into the day to day realities of the classrggm,»

Very little is known about the real or patential‘iﬁpéét of, for~
example; variatiens in pupiL/tpacher ratias,,changes in schaal
design, modifications in the length of the sehael day ar

alterations in the durxation of camgulsary,schaaling.

In traditicnal 's&ientifig' re

have graved unanswerable,

what afe the cond
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This essay attempts to explain these developments by
drawing out some of the more crucial ildeas, events and practices.
It treats the open plan school not as an isolated entity but
merely as one of the more visible aspects of a much breoader

movement affecting secondary as well as primary education.

OUTSIDE EVENTS AND IDEAS
Basically, the open plan school attempts to provide for a
 particular type of teaching methed and curriculum. Ne claim
is made in this essay that these methods and curricula are newv.
Their contemporary significance arises from the fact that a
separate set of historical and demographic factors has enabled

them to take root and develop. What are these factors?

One major influence on the nature of primary schooling
relates to the gradual raising of the school leaving age.
Whenever the duration of compulsory schooling is increased, the
proportion of time that a child spends at primary school is
reduced. As a result, primary schooling takes on more and more
of a preparatory characLer. In other words, 1t receives much
less pressure to provide the elements of a complete eau;aticﬁ‘
The primary schools of today prepare children for secondary
educationrnot the 'world of work'. There is, hawever; é
confounding factor. The preparatory role of the primary school
is made very unstable by the current réte of social anﬂb
educational change. It is extremely difficult, therefore, to
identify and devise a suitable preparatory cuxriculum-fér‘thé |
primary school; the pattern of future events is too unpredict—

 The inherent instability af the primary s&hmal curriculumv
- is. reflected in the way it has vaeeilatea' n respcns ’ e
Althaugfythas""

educgtianal Eaés and fashxana.

*,:straﬂgths. rhe readinesg with whiah unwar'




ilo

A second influence on the primary school has come from the
growth of pre-schooling. In one sense this-ﬂevelspment
undermines the curriculum of primary education by pre-empting
some cf its traditional tasks. 1In a different sense, however,
pre;schooling has {or can have} an enhancing effect., It can
provide children with some of the basic social, intelleétual
ard emoticnal skills that are necessary for the suc:essful
organisaticn of the primary school. Although such sgkills (eg,
the abiiity te share rescurces, to listen to a story, and to
survive for extended periods away from home) may seem trivial,
their acquisitgén can take up a large part of a child's first
year at school.

A third development in primary education relates to the
explosion of knowledge. The teaching of reading provides an
{llustraticn. It is commonly stated that the purpose of
teaching children to read is to introduce them to the 'world
of print'. Not much morxe than one hundred years ago the world
of print was comparatively small., For most Scottish school~
chiidren it revolved around the Bible - a book with a finite
vocabulary. Today, however, the world of print has become an
expanding universe., As such, reading is no longer simEly'a
case of word recognition. In short, the modern requirement is
net only to teach chilldren faading‘(abgassive process) but
also how to read (an activity). As this example suggests,
prinary scha:] ing is not se much about teaching facts as abaut
teaching children how to learn. The thrée Rs are still fentral
to this process but they take on a different ralei_iihgy_a:é thé

raw materials, not the finished product; they a:é:the means. to -

an end, not the end in itself.

fact that. there &
one area of the
always been the zasei’

the demand for Literate -aie;‘:k‘s; anﬁf—

. 'helped to shape th

‘ {larcund the three: Rs
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that do not yet exist. This uncertainty is reflected within
the scheol setting by a greater concern for the whole curriculum

{oy, as 1t is sometimes expressed, the 'whole' child).

a growing belief that children can learn from many éiffe:ent
sources and ln many different ways. In this sense, for example,
painting is not simply to be regarded as an aesthetic aﬁgexienée;
it also provides opportunities for muscular casrdinatian'
{egsential for writing], for the appreciatiaﬁ of space and

scale (mathemé;ics) and for the differentiation of colour and
tone (vocabulary). To the extent that every activity contributes
to every other activity, the boundaries of the primary'schéﬁl‘
curriculum are velatively arbitrary. As.a result, it is
educationally much easier to justify the inclusion of an
activity than to demonstrate its irrelevance. Again this makes.
the primary school curriculum much more open and fluid.

Finally, research on child development has had a profound
influence on primary education. For many'feafs”ﬁ to cite a |
trivial instance - 1t hés been known that. éhiidren nmust learn
to crawl before they can learn to walk. . More racantly. a
comparable level of understanding has been fearhea with :agpect

to a child's intellectual growth., Tt is now more w1dely _
realised, for -example, that children must be able to éistinguish

shapes bafsre théy can Learn to rea& that they must have ai»~

Aruitoxt provided by Eic:
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IN THE REALM OF PRACTICE

The external factors described above alsg hawve had an

impact on the wa}? teachers behave and erx the way schgals ‘are -

: designei and equi,pged.

B '-Tsaskmg Mst?@ds

Pri.mary schaals that aim ta grgmnta inteli c:tuaL ﬂe:;ibil
:th:augh t;he use of apen curr;te‘ula t:annﬂt; em;glay ‘ 1@5&& t.eachi"

'methc\ds t.r; aghieve ‘this’ eﬂd.: In shart,

self—assurarxee. Simila:ljg, aidactic: class T -;hing Ls aclumsy’’

sh;l.ft is fram Lm;nersanal ta Pe::sa,,_,,

, whalesgraup :Lnstruc:tj.nn ta 1mitvi.dual

ERIC

Aruitoxt provided by Eic:



113

of thelr entire teaching group. This has important implications

for the organisation of primary teachilng,

To establish and preserve the 'privacy' of their tutorials,
primary school teachers must first design a core of activitiles
which the rest of their children can follow without dlrect
supervision. Second, they must c.vise methods for monitoring
thelr puplls' progress by indirect rather than direct means
(eg, through the use of self-correcting apparatus). Third; they
mugt plan a layout for the clasz area so as to make eguipment
accessible and pupil circulation possible. And flnally, teo
achleva an uninterrupted flow of events they need to develop
work schedules that allow individual children to switch easily
frem group activities to individual tuition. This type of
preparation is essential to the succesaful implementation of
tutorial methods in a primary school. ‘It'is not, however, the
whole story. The day by day tactics of teachers also pre-
suppose a set of long term goals related te thetcverali social,
emotional and intellectual development of thelr pupils, The
formulation of these strategic goals is a teaching task that
cannot be realised over-night, It requires the wisdem of
experience rather than the virtue of preparation. Just as the

running of a home is much more than the making of beds and the

planning of menus, so the implementation of tutorial methods
is much more than the marking of books and the organisation of

reading schemes.

Eesidas an agpreciatian of its short and lang term   »
significance on the part of the teacher, the éevelﬂpment,cf

PAruntext provided by enic JREES
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Equipment
An open curriculum also requires a much more varied and

extensive provision of resources. There would be no point, for
instance, in intronducing children to the world of print i1f they
were simultaneously denied the rescurces of a library. Likewise,
if it 1s consldered important that pupils should be allowed to
exercise their own choice, then they must'be offered a range of

reallstle alternatives,

Resources can also be provided in other ways. As suggested
earlier, a generous supply of space {eg, for pupil circulation)
and ample provision of time (eg, for teacher preparation) are
aiso connected with the successful development of tutorial

methods .

Not gurprisingly, a curriculum that Stréssag personalised
teacﬁing methods can also benefit from additional human
resources. In recent yvears this extra human capital has been
created in varicus ways. Most important has been the gradual
reduction of pupil/teacher ratios., Clearly, tutorlal methods

are more feasible with smaller teaching groups.

The redistribution and refurbishing of éxistinglcééital
is a second way of releasiggkhuman résgurcag, The'emeréance
of team teaching and cross teaching, and tha grawth of in-
service training are two examples of such a reéistributigni A
third kind Qf human capital has been'éreated.by the intrgductisn
of extra ﬁcngteaehing staff such as classrcam auxiliaries.: Ta

the extent that auxiliaries are able a taka ever many af'the

teacher's tasks, they inavitably create mcre time fér he;*ta

wark on 1essan preparatian and tutar‘al tsaching."Fur he'“are,, -

tutorial 5ituaticn. That is, if ch»'aren need cér




115

Sehool Deaiyn

The type of curriculum described in the foregoing analysis
is not specific to schools designed on the cpen plan principle.
Tt could also be used in a classroom school. However, to the
extent that classroom schools were designed as a series of
separate self-contained rudimentary schoclrnoms, their speclialist
services leqg, water; f&esb air; books) were inevitably located
quite separately from the individual classrooms; that is, at
the end of corridors or cutside in the playground. Nowadays,
the increased importance of these resources in the primary school
curriculum has meant thatvthey need to be located much closer
to the child's regular working milieu. Very often, however,
it is not economical to provide them within every classroom.
Therefore, to make such limited materials generally available,
it is imﬁarﬁant that they are made easily accessible. This is
a design problem which, in part, can be overcome by the remc#al
of doors and walls and by the recasting of building rééﬁlatians,
One of the teachers in the case study school highlighted the
significance of these factors when she said 'My teaching methods
haven't changed (since I moved into the new building), but
it's 8o handy.’ wNevertheless, it is also true that the design
of the case study scheol did not avercame all Frablems Eélatéd‘f
to access. An interviéw study revealed that childxen whose L
class areas bounded the cau:tyarﬂs Were fgur times mare likely

to have been out-doors thaﬂ children wh@se class afeas wezea;-“

further away. (No class area, -however, was mazé than

metres from a z@urtyard ﬂQQI )

methads as .an architectural réagans’V
of sgeeialist glant ana eqpipment.HE
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have been quick to exploit any apparent discrepancies between the
aspirations of educationalists and the practices of tzachers.
Sometimes the educationalists are blamed, sometimes the teachers
and their pupils. Nevertheless, as this essay indicates, such
explanations are inadequate. The successes and failures of

schooling are rarely the sole responsibility of any one group

primary school demands much more than well-trained and skilful
teachers. Without a generous supply of equipment, space and
preparation time and without the kind of support offered by
auxiliaries, its potential will always remain unfulfilled.
.Likewise, all the resources in the world cannot establish an
open curriculum unless teachers, pupils, parents and others
begin to acknowledge, understand and share the assumptions on
which it is based.

Open plan schooling, like any other kind of schooling, is
not simply a clustey of theoretical assumptions, less still a
set of individual practices. If the teacher's task in
education is to translate theory into practice, it is the
researcher's task to translate practice into theory. In so

far as the case study school attempted the former, this essay

has tried to accomplish the latter.

23rd February 1976.
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A PRELIMINARY NOTE ON CASE STUDY METHODOLOGY

As a naticnal crganisation The Scotrnish Council for Research
in Bducation has always been cocucetrrned with research of a country-

wide relevar.ce Central to vhiz endeavour has been the correct

assumption that wvalid inferences about the distribulion of
educational phencmena can oniy be made by studying the entire
population or, failing that, a randcm sampie d-awn from it.
Over the last 45 years the Council‘s werk in this sphere has

drawn international rroognitleon.

set against these facts rme Cpen-pian Study is unusual: it
is based on intengive rezearch in a single self-selected school:
Immediately, then, a variety of methodological questicns present
themselves. How can the results froem a non-random sample be
generalised? How can the researcher place the scheol in a wider
contex*? In addition, doubts are sometimes raised as to the
conduct of such research. Surely the researcher's presence in
the school affects the teachers and the pupils? How can bias in

the selection of data and interpretation of results be avoided?

Nevertheless, despite these problems The Scottish Council
for Research in Education agreed to sponsor the study, and thea
Social Science Research Council agreed to fund ic. This account
offers some of the reasons that may have guided their decisions.
Generalisation

Tne notion of generalisation used in survey research
derives from the natural sciences and assumes the constancy of

the object under investigation. To take a simple example

under controlled conditions experimental results pertaiﬁing to

sodium chloride can be extrapolated from’ ‘Scottish samples,"'

English samplas, to French samples and so on. Sh@uld the“e_be

any discrepancies between the initial»aﬁa tha subsaquén

impurit} gf tha éxperiméntal samgﬁéi. Wh;cheverathe

difficulties are overcome by rémnving the imgurities aﬁd/arMM ;
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remainsg intact when applied To the soclsl sciences since, 1n many

R i)

Yok

cases 1Lt is the non-removeable 'dmpurities' (la, sitvats
gpecific effactg) which zceocount fer ths cobserved results. While
the survey approach can eliminate certain impurities by

statistically contrelling for their effects, there are limits to
this Er@eeauréﬂ Tt does not apply tc cases that lie outside the

original sample. Herce 1F outside cases contzin impuritlies not

present in the original study, no amoun:t of statistical manipula-

tion can bring them into line,

Given a growing recognition of these difficultles, educational
researchers have gcught additional or alternative approaches to
the problem of extrapolation. One suggestion has pointed out that
in practice, the generalisation prccess rests as much upon an
analysis of the new setting as it does upon appraisal of the
original exemplars. For exemple, suppose a group of teach2£$
develop a new reading scheme for their own school. In the first
instance they will be more interested in its applicability within
the school than in its potential transferabil ity elsewher In
due course, however, outside teachers may show an interest in the
scheme and try to assess its suitability for their own classes.

To do so they will have to examine infermation generated in the
original scheol and combine it with their own experience. Thus,
only through a detailed awareness of their own requirements can
the new school sift the outside information and make a considered
choice.

Clearly this type of generalisation differs sharply from
the arbitrary application of statistical inference. Instead, it
requires three conditions to be fulfilled: (i) detailed knowledge
of the experimental setting; (ii) detalled knowledge of the
receiving conditions; and (iii) the active and critical partiéipa*
tion of individuals. ‘ ' '

Recently, it has been argued that:an important role for
educational research should be to meet the.fifst.éaﬁaiti@n.and

provide detailed case studies of indiviéual instances - Puplls

classes, éurr*culum prajscts, aven ent;re aducatien sys‘ems.‘

cgztainly, sufveys can alsa pravide detailed infarmaticn but'f

ERIC »
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requirement within Lhelr wemit; they are free from such external
constraints and can, in principal, examlne any aspect of a given
situation. This procedural flexibility - a ccrnerstone of case

study research - is particularly pertlinent to investlgations that

are exploratory in style.

Nevertheless, Lo be adeguate no the situation under review,
and acccunt. for its complexlty, the researcher must be able to
place it within & broadev educaticnal, historical and soclal
context by using other, cften far-flung, sources and materials.
Thus, while case studleg are built round individual settings
thelir investigational boundar.ss are exienslve - governed more
by the availability of research cescuries than by any cluster of

theoretical prescriptions.
Objectivity and Researcher Intervention

Whatever claims are made to the contrary, the presence of
outside personnel has an impact on the workings of a sciool. 1In
the past this argument has been used to undermine the credibility
of research conducted in this way. Detractors have claimed that
the published findings are not an accurate or objective
representation cf the 'reality' obtained within the school. 1In
many instances this criticism holds substance, particularly when
the researcher has tried to ignore the impact of his or her

presence.

However, it is equally true that research of thisbkiﬁﬁ, by
succeeding in 'teliing it like it is' has also promoted the
opposite critical reaction. Through moving ugncldsé to the
day-to-day world cf the school it has produced accurate portrayals
of the concerns of teachers and puplls. Herein, it seemns, thare
lurks a paradox which can anly be resclved by. EECEPting that the
quality of research conducted in schools has little, in fact, to
do with the presence of the researcher. Rather, ltvfelatas_ma:e
to the purpose of the research, the way it ié.é@ﬁdgctéé agé the

issues that are explored.

There is a further point, As Suggested abéve, it is sﬁme—

‘ times suppased that - gbgectiv*ty can gn]y he achievedf £ the“‘f o

:tabja tgsf thé zesearch.: Typically,'"

O
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another way of defining objectlvity ~ the one used in this study -
ig to say that it can only be achiaved through a detailed and
intensive study of the phenomencn urder review. It can be argued
that when the researcher immerses himself in the data the degree
of subjectivity will diminish rather than increase. In short,
increased knowledge arrived at through clocse involvement is held
to be an additional basis for objectivity. Of course, it is not
guaranteed by this procedure; other strategies must be deployed
to check the veracity of the findings.

Observer Bias

Besldes cross-checking findings by using multiple measures a
further procedure for establishing the truth cor falsity of data
and interpretation is to establish whether they are acceptable to
the participants 1ln the research. Thus, to feed back preliminary
results is not regarded merely as a research courtesy but also as
an important element in the overall strategy.

The outcome of such a process need not be overall acceptance
or consensus. Indeed different viewpoints among the participants
will almost certainly generate different reactions. Nevertheless,
whatever its consequences, the process can greatly increase the
accuracy and relevance of the mutually generated accounts and
ipterpretations. To the extent, then, that these outcomes are
independent of the researcher and those researched they also

contribute to the overall objectivity of the investigation.

B%bli@graphza Note
. This account draws together ideas fr@m the Lallawing sau:ces.3
cronbach, L J (1974) 'Beyond the tvo disgiplines of seientificv' 

psychology', paper presented to the Annual Canference of tha v
Ameyican Psychalcgical Assaciatian, New Drl "

scriven, M (1972). ‘ijectivity ana subjectivity‘in Eﬂucatianal
Research' in L G Thomas: (EQ). thZasapthaZ Rédi S@ti@ﬁ §f
Eduaatzenal Réssareh (715t Eearback : :

smith, L (1974) ‘An aesthetic educatién or
' t@rsi; .
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willer, D & Willer, J (1973} Syatematic Empivicism; Critique
of a Psuedcscierice, New Jersey: Prentice Hall,

O
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THE_BACKGROUND AGENDA

The aims of the Open-plan Study have already been set out in
the proposal submitted to the SSRC, and in the information sheet
prepared jointly by the SCRE and the school. In two respects,
however, these documents contain problematic assumptilons about
the research., First that its goals are purely educational
(eg, 'to prepare an account of the setting up and worltings of an
open plan setting ...'); and second, that the investigator is
competent to carry out the study. This Paﬁer aims to compensate
for the imbalance of the previous statements by outlining certain
items on the 'background agenda' of the study. That is, thore
additional elements (methodological objectives, controversial
issues) which, in research rather than pedagogical terms, are
also vital to its overall survival.

One important goal of this study is to feed back preliminar?
reports during the course of the research. On practical and
epistemological grounds this is thought to be desirable, yet few
researchers have been successful in the attempt. Da,ﬁhe*pr;blems
arise from the éuality, volume aﬁ timing of the feedbacké’ from
conflicting definitions of the situation; or from a lack of

attention to audience expactations?

A second interest relatcs to the relatively short duration
of the study. Is it possible to maintain fieldwafk thfaughéut'
the twelve month period (and thoreby remain sensitive ta the
changing school situation)? Is it possible to alléwvﬁ;gelf '
discussion within the schoel by gﬂbmitting ths fina
before campleting tha fialdwsrk? Zf sa, :an a s‘
balance be achieved betwaen primary and secand'
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terminal report? (Note: as indicated in the SSRC proposal,
this need not bs the only style of reporting; different analyeces

may also emerge at a later date.)

®inally, and perhaps all~embracing: how is it possible to
sustain the legitimacy of the research over a l2-month period?
How —an the research 'contract'!' be made mutually beneficial?
How is it influenced by the background égenda of the school?
How relevant, if at all, is the written feedback matérigi?

All of these lssues are central to the Open~plan Study. As
yet, they are examined but untested. At a later date it is
planned to prepare a complementary document which re-examines them

in the light of the project's experiences.

David Hamilt
‘15th Apri
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A METHODOLOGICAL DIARY

ease study thsy addsd ths rzder. e hapg ‘that the
report will include an account of the difficulties
and opportunities that you encounter ....'. This
diary attempts to meet that request.

Most of the difficulties that emerged- during the case study
were not in the methodological but in the theoretical domain.
The basic problems can be indicated in the farm of two
questions:

1. what is the best way to allocate the finite resources
available to a project of tais kind? (Thus, for
instance, the problem is not 'how to 1nte;viéw
but 'whetlher to interview'.) ‘

2. What is a suitable (theeretical)'irameérk for .
reporting this type of study? (Thus, the problem
is not with the collection of data but: with its
arganisaticn ) e -

The fallawing personal account tfies - albeit in a
truncated form - to illustrate these prablams. It is based on .
biographic material collected during ‘the course. of the reseafeh.
. All cited documents are included’ elsewhere in this repart.

q‘NbﬂémEér’Zé?é

Apprgaehed by B:yan Dack;all |

_schaal. HE prapeaea that w
‘;‘chairmaﬂ s nad‘ granti,x
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research problem: that the study was to be conducted in a
grant-aided rather than a local authority school. Many people
congider such schools to be lrretrievably atypical.

January

Research programme cut from fifteen to twelve months to
keep within £4,800. (Final application was for a year's
salary and £150 for travelling expenses.) Proposal submitted
on the 13th Janvary. Began to clear my desk of other commitments
(eg, conference )japer, chapter for proposed Schools Cauncil
book). Attended British Education Research Assoclation .
Conference on the training of researchers.

February

Able to devote more time to the prépased case stuéy.
Began to draft 'A note on methodology' and an information
sheet. The latter tock shape following three meetings held
with the school. (It could be regarded as the 'research
contract' negotiated between myself and the school.) Arranged
a school meeting for the 5th March to meet all the teachers.
By then I expected the SSRC to have made their decisian, »

'Phoned up two colleagues to iﬁfarm them af my prepgsal.
Discovered that they had already been asked to act as referees!
visited the NFER. As the month passed, I heard through the
grapevine that my proposal was unlikely to be ratified before
the 5th March. Rescheduled school meeting for the 12th March.
(It was later put back until after the Easter holidays.)

Mareh

'"The background agenda' and’ began to formulate an averall
research strategy. Decided to integrate data ccllectiﬂ and
report writing; and to build the research araund a maximﬁm of -
three days fieldwork per week. \rougho
the researeh)~much of my-thiﬂkihg was influeneaa

I gradually began te £ind my way around the SCRE. Drafted

:eseafch came ta an ena.
should: be Eampléteé hefmra ﬁhat time

:Lwazked out. by a’ simpla iagmula.'_l
~work presented to the secretaries.. Fox
write a's ries c,gessayaﬁwhich cauld b

. Th@ught up.a
Schoel'. 'This title seem‘ __;,f
'Lessans from an. oge
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My attention caught be a qugtatian fr@m Albert. Einstein
reprintea in the Atlantie Review ('space is not merely a
background for events, but possesses an ‘autonomous structure'
The juxtapcsitipn of 'space' and 'structure' rang a bell.

The concept of structure had also been used by one of the .
assistant head teachers I had met at the case study sehnal.
Returning from a.conference on 'applied Anthropology!' -
bumped into a colleague on Waverley ‘Station,- Edinhurgh , R
told me that my grant had been funded. .The official.n _ficatien .
was dated 3lst March (ll weeks after suhmissian o the"p" :

Aprzl

The unanticipated delay meant that. the reseazch scheﬂule :
was Put back by a month. My first full meeting withtthe school
staff was on the 16th April . (the second day o Erm)
After being introduced to. the tea:heismhy .the
talked briefly about what T might be doing’ over
(see Meeting with Pl~3 teacher). - Discovered late

most of them, this was their first real knewledg S
yesearch. One of the teachers asked when. I',lannedrta starti‘_"'”
" Although the various delays had made me fairly anxious’ to start
straightaway I decided to wait until the beginning of - th ext’
week so as to give the teachers time to ‘talk - it over: ir e
ahsence.

My first two weekg of fleldwork were spant Visiting each
class area for at least half a day. Thus, as I learned my’ way
around the schacl, the teachers had. an. appartunity tavseffme  '
at work. Almost always I needed to consult each teacher about -
what I had seen. This also. gave. them tha apggrtunity to ask - »7””‘
questians about my research. A

As in. earlier raseargh I kept a langvhand_r
general flow of events by writing on the left-ha
pocket size. spiral-backed natebaék and addin exp
camments in a: different.ﬁalm . '

Q
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terms 'ethnography and deacriptiﬂn' .and: substituted
and, explanatian"v (To use a metagbar fxam ghy”ics ~
more interested in the dynamics of the situati n than the

. -kinetics.) Ultimately I realised that I was moving towa
'<theagy builéing as-a ferm of cnndenuéd paf_ ayal.

and being selective. In the: end Lie, by Navember)’i‘d;apped the .

After ahserving aaah éf,the P:ima:g’an o ‘Prim

i éirecfarfg_'*'* 3c
_classee and then agpfaachea the tea;he

”fypreggle ‘accounts’ thatfmigh’f"
*iqkl;ng cf what 1t-waa¢1

ﬂ”agpart fity tﬂ camment ‘on my AC
'5etvati

exsegt that i < kept_a'much mar'
g:eparatian of these :epcrts taught me
(1) that it is very difficult to captw
pages of typescript; (2) that it
“meaning thrsugh fep@rteé spsech ‘(many:'clas Y
‘téachers appear to be authoritarian c nds)"
aescgiptian and intergretatisn are. :

" The teaehers began to realise ‘that
at making sense of the eve:yday, :cmmangl‘
schggl ' 'All in a aay 8 wgrk‘ became the'c

ERICH
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in that way'. In retrospect, I reallse that despite its
deficiencies much of the early report resurfaced in the final
essays. Also, I now feel it did much to establish an atmosphere
of open-ness betwaen myself and the school staff,

Began to ﬂansidér the toplcs I would focus upon in the
autumn term. Missed the last week of the summer term ba:ause
of a pre-arranged summer holiday.

July

' The summer vacatlon was taken up with twa :esea:eh tasks.
First, I prepared a draft of 'Becoming an ‘Open Plan'Schaal‘-ﬂ
on the basis of the interview material*that I had collected.
Second, I began to gather material for 'Open Plan SEhaéls past .
and present'.

August

During the holidays I visitea the case stuéy schgal ‘on
two occaslons. The second occasion was on the day before term
started to discuss, with the teacher concerned, my plan to
focus attention on her reception class during the first few
days of the school .term. (This Pl. teacher had- agreed the
previous term to take part. She was chosen by myself - on the.
basls that I had found her to be highly articulate abcut her

work.)
September ‘ o @- S ';:

The early part of the autumn term was the most hectic gart
of the research year since I was commited not only to. aay hy
day observation at school, but.also to .attending the BERA . .
conference in Stirling (1-4 September), to making a hurried . .
visit to Sussex University and to writing a pape
conference at Jordanhill College of. Educatian “ AL
nct specified haw 1ang the intensive ab' 3 o}

Enalysé ths mate:ial in tha tim
periaa I alsn began gr:angin

interviews ‘at schcale
At the end of Septémbsr I ;Ec
('Open’ Plan Schools past . and
‘:anfezance on classréqm researeh at: Netting

, agtéber

o SEPtember had been a very‘”
'at the- SCRE such that T haa unc
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o s vfulfil cantractual sbligatians but alsa ta gaileet cemmants
w0 which. could be incorporated in a’ - final, moxe. gublie ve,_ian.
: V 1 (any. decision regarding the digsemination of my ‘Yesearch
report rests with the SCRE who hold. the capy:ight ) ook a _
week's haliﬂay Much of my. tbme during ‘the rest of ‘October” was
“‘taken up with’ ‘drafting half<complete ssayg This marked a
raﬂua shift frnm data callecti '

: Navember

, Eegan ﬁrganising the Pupil interv' ws used in’

and no play'. cnmglated 75. interviews in fiva days
‘realised that I ‘had made act
at inter-year, rathar than interﬁcla :
included more ‘children (eg, ten per class r
would have enough interviews: to. examiBE;e ther
I had originally chosen to. 1ook: at inter~year:dif:

not only to keep the numbey of- int :viaws' .
but also to avoid the inté:grétatLV' aiffi
diffe:ences bétween teaehers.

. Visited by Neville Bannett frnm Lane EE
Distributed ‘information’ sheets ta Earenta.
November reé:afting and expanding
Also taught for two: aays- -On-Nove
for f£ifteen: ‘minutes’at psant evaning
forced me to think hard about
schaaling.g By ‘the time I haa‘finishea writing
_realised that I had solved a.p: ] b
for scme: tima., My talk o the:

ERIC
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In the Event'
subjact”matt did; inslde
suggests that a majar aneern.fé: case B uayu
maintain a fle \
.general., -
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THE CASE STUDY DF’A NEW SCOTTISH OPEN-PLAN PRIMARY SCHOOL

(Copy of proposal submitted to the Social Science Research Council
13th January, 1975)

This proposal arises from a request made to The Scottish
Counclil for Research in Education by a Scottish school.- Funds
are sought to conduct a twelve mqnth study of the school's new
open~plan primary department.
Background
Failawing the publication of the Scattish’Educétiéﬁ Department S
 Primary Memorandum (1965), the educational pra%isicn f;rvyguﬁg e
children in Scotland has advanced in a number of direﬂtiéﬁs;‘ The
emergence of new specialisms, the transformation of exiéﬁian*
schemes of work and the bu;ld—up of resources for 'slcw—learners'
have all been the subject of detailed diseussi@n and rgcammendat;aﬂ.
Alongside theee srganisatiaﬂal and curricular changas there has
been a parallel movement towards rethinking the educative_
environment that contains these aevelmpments;i The architeetural
label ‘open~-plan' has often been used to characterise such trends.
Yet, the implied link between the educational and architectural
usage of these terms is not always Eusﬁained.in p:aééi;éf¥ its'
empirical status remains problematic. Indeed, the iniﬁié;v
approach made to the SCRE reflected a similar»ﬁnéértaihtyféﬁ the
part of the headmaster and ataff gf the school cancerned
Until very réeently, attempts by researéhers to adﬂress

issues such as ‘these have been hindared, evén failed, by éth

the absencé cf a suitable and acceptable methadalagy

remainéa ungxamiﬂed in researah terms.

Extensian cf cpenapl ﬁvErcvisian céntinu‘
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1ngiaal' rathér than a 'pure Psychametric' perspective.v’lt aims
(1) to .augment the understanding and awarenass of thase airectly
,iﬂvclvsd with the schaal 4y to furﬂish a hrmader appraisal

agpraPriate to the ExPIEESEﬂ interests af @thér pert nen

audiences - the gcottish Committee on Primary Educatigﬁ,'parents,'

teache:si HMIs, e@lleges af éﬂusatien, aaminis rata'

,Ciii) to provide information relévant t; the fut

" of apenﬁPlan researeh Further, to the extent that

f  and awareness' are c&nceptual and iﬁagiﬂ

'pedagagic thea:ysg

Mét};ada logy

' those graups described abaves; Graduall”"

will shift towards the GPEHEPlaﬂ settiﬂg
pags;ble issues can be fareshadgwed. F@: axample, haw ar fh‘ ﬁ;*-5

ERIC]

Aruitoxt provided by Eic:
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move closer to the day-to-day concerns of one particular school.
From an intensive study of this kind it will be passiblg o
‘establish an extensive data base. In turn, this will optimise

the translation of practice into theory.
Répéftang and Dissemination

\ It is envisagea that the feedback will take three main
forms:
1. The preparation of a research 'folio' containing ptég:ésg
reports, mini-studies, documents, letters, offprints, etc.' The
main purpose of this device will be to Erov;de the Sﬁhagl with a
running account of the investigation. It would, qf-saurse, also
enable the teachers to respond to the account while the study
was still in progress. Given sufficient démané ana thé requisite
permission(s), this material could be made more widely
avallable - either in its entirety or in an edited version.
Besldes offering very rapid feedback, it would be relatively
easy to produce.
2. Return visits to the original 'interest groups'. (Dutiﬁg
the first visits they would have been aékéﬁ twhat form would
you like the feedback from this project to take?' )
3. The Preparatlan of a summary regért which ‘would: be suitable
for submission to the funalng agercy, and, in apprzp:iate farm,
would also be publisheé by the SCRE ' L

this

legy

' pook.  Should this be the
{accﬁunts wauld také place

‘tion.,

"1”7zamgtab23
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September 1975-March 1976 Gradually increased emphasis
on the preparation and
dissemination of feed-back
materials.

YT YTTIIS YA AT LS 4 401

Notes

1. Eg, I Westbury, 'Conventicnai Classrooms, “@geh“ classroons
and the technology of teaching', J Curric Studs, 5, 99-121.

2. Witness, for example, the difficulties uncovered by the NFER
'Evaluation of the Primary School' and the delays encountered
by similar proposals currently before the Schools Council.
For possibly the most advanced work in Britain see the SSRC
project 'The nature of classroom learning in Primary Schools'
(D Boydell and B Simon, University of Lelcester),

3. Eg, R E Stake 'Responsive Evaluaticn‘,wSéRE‘1974;‘D Hamilton
and S Delamont 'Classroom Research: a cautionary tale',
Research in Education, No 11, 1974; R Walker, 'The conduct
of educational case study: ethics, theory and procedures’,
University of East Anglia Centre for Applied Research in
Education, 1974.

4. See M Corrie, Space for Learning, SCRE, 1974.

5. Fg, L M Smith and P A Keith, Anatomy .of an Edueational
Tnnovation, Wiley, 1971; U P Lundgren, Frame Factors and
the Teaching Process, Almqvist and Wiksell, Stockholm, 1972;
B Berxnstein 'Visible and invisible pedagogles', University
of London Institute of Education (mimeo). o :

6. These exploratory interviews would also include research

" colleagues with aliiled interests (eg, Deanne Boydell, -
Leicester; Neville Bennett, Lancaster; Phil Clift, NFER;
John Elliot and Clem Adelman, Norwich; - Susan Kleinberg,
Jordanhill College of Education). -

7. fThe methodological approach will build upon D Hamllton
At Classvoom Level: studies in the learming milieu,

PhD Thesis, University of Edinburgh, 1973.

ER AT AL N R L5 daki

Pogtgeript
Notification of the award was not rééeivea~uﬂﬁii*aigtjﬁétghi#'
1975. Hence the research began one month. later thaniafigihgliy o

planned.




D5

THE SCOTTISH COUNCIL FOR REQEARCH IN EDUCATIDN

16 Moray Place
EDINBURGH
EH3 6DR

CASE_STULY OF A NEW SCOTTISH OPEN-PLAN ’_-,F‘RIrﬂARYW‘SCﬂD,QLf

Origins: This research arises from an agpraach madé ‘to the
8cottish Council for Research in‘Education by ‘a
school that had recently acquired a new purpose-
built open-plan annexe. Thé,SéEE,ﬁhen=ga§éra formal.
approach to the Social Science Research'ééuncilawﬁé
agreed to provide the salary and ﬁvérhéads (typing,

travel, etc) of a full-time researcher.

Duration: Twelve months (lst April 1975 = 3lst March 1976).
Staff: pavid Hamilton (Réseazch officer, ‘SCRE) .
Atm: To prepare an account of the satting-up and wafkings

of an open-plan setting over a gériaa af»lzsmcnthsg

Initially the study will build upon tnpias sﬂggested
by the school staff and ather interestei Peaplp '

Finally, to

research reports. .

Lo e
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be ta_callégt the experiences anékinsighté of
teachers and pupils. At the same time these
discussions will be Qlaced in centext by linking

them to observation and paper and geacil'rvw

techniques. Observation, for example,‘might range :

. from detailed aﬁalyses of spacé utilisatian tg >u

-more apansended studies of chilﬂren s activities ;

paaer and pencil pfacedures'm:”

questlannaire circulated to all

(Eg, 'My classrgam )

in the 1ight of comments received fram particigat

teachers, e—written arguna specific themes

s;ngle volume.

Post Scri] 'z‘;;

ERIC

Aruitoxt provided by Eic:
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request of the school staff. By &esariblng the
variety and patterning of teaching across the school
it tried to provide a broader basis for discussion
than is usually accessible to the isolated class
teacher or casual visiter. In particular, 1%t
explored the idea - widely professed ~ that the
open-plan school s a 'structured*® satting,

Finally, the historical development of open-plan

schools in Scotland has also been researched and

written up.

August ,2751;_;}5 1975,

ERI

Aruitoxt provided by Eic:
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This letter was sent on school rotepaper to all the parents in q
Pramary Oxe class.

Scottish Council for Research in
Education,

l& Moray Place,

Edinburgh  EH3 6DR.

8t September 1975.

to: all parents of childxen in IN,

Deay Parent,

With the cooperation of (the school) I am conducting a
12-ponth study of the nev open—plan annexe.

Be tween August and October I shall spend most of my time
with Mrs Ropertson's class. My intention is to investigate how
one group of 5-year—olds respond to their new school surroundings.
To sugment the information collected at school it would be very
helpful if I could also interview at least one parent of each
chilad.

These interviews need not I ast any longer than 10-15 minutes
and would focus= on two questions=:

i Has youxr child attended a play group or nursery school?
ii  How has she/he reacted at home to her/his first days at
pr imary school?

If you would like to assist in this research please could
you return the tear—off slip, Xn due course Mrs Robertson or
nyself will contact you to arrange a suitable time and place.
(The Interviews could take place when your child is brought to
and from sthool or, alternatively, outside school hours.)

Thank =Fou,

pavid Hamilton (Research Officer, SCRE)

e ik S T e g i

e T R et T e o e Sy e S =

Open—plan Study
I would like to participabte ... ..civimesernsseonsnsses

I would rather not particizoate ... c.evcevesssonsasys

HDIY]E téle_gh@ﬂ% iiliillllin;ijli Naﬂé s 8 s W4 Bw GRS ERFWE BE AE RS FE A

i52
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SOME BACKGROUND INFORMATION ABOUT THE CHILDREN IN PRIMARY ONE

Thia information relates to ome particular class. However,
to the extent that this class was assembled at random

from the entive 1975 intake, the figures give some Zdea

of the patterns that ave Likely Zo prevail across the

entire firet year (five olasses).

Bagie Data

Size of class ........e... 10 girls, 13 boys
average age {az of

26th Zugqust 1975) ,..... 5 years O months
age YaNge .......evss0=0+s 4 years 7 mouths -

: 5 years 6 months

average size of family ... 2.4 children
childyen with older

brothers/sisters at the

same school ..ciavanansss 3

Pre~gehwoling
A1l the children had received some foxm of nursery
schooling. The patterns of attendance were as follows:
2 OX MOYE VRArS .a.....s».. 15 children

1‘2 yaa_l's - wE §E s BE EE G EE WE 5
lyéaz iilél-‘iii'!!iig!li 3

Every day (ie, mornings) . 21 children
3 mornings per week .,«... 2

Private .nﬁrse:"}f schools .. 16 children.
Local Authority nursery o "
-schools ..« i

The class of ch ildren had étﬁeﬁ&e& thi::

nursery schools _E’g‘ia;' to thetr st rt at'pr i1

N;Lﬁ:_»-;e of g_lig's;é nursery faehgal\s_‘ wera privatel) 7
remainder were’ @Pe::ated by the ocal authority

| Zaddition; four children had attended mo»
- ‘;éé;héal -a-f;iisti;i;iif because thisir family h

oo e S TR
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No negative reactions ,....e.e00.. 2 Cases
disappointment (eg, "I did not
learn to read and write today").. 5
Liredness .., es orecsasenesrsaenes &
LEQAYS avenvwanssosnssnsssnnsvssase 3
tendency to be short-~tempered .... 3
occasional reluctance to go to
school ... 3
cccasional sleeplessness (waking
up at night) ...... 1

Pavental Occupation

Father Mother

Trade/commerce .-. Medicine ,.....
Medicine ..-.«v .= Secretarial ...
Engineering ...... Nursing «...- .-
University/ CoONMmEeYCe ,..«.:s

research . Other ....c6044
School teaching ..
Banking .. .c:se 420
Other ....iecer1s.

B B L

LTI ol A ]

Note: The eavly part of this report ie derived
from interviews conducted with at least one
parent of each child. The information
regarding parental ooccupation was provided
anonymously by the sehool from its oun
records; that ie, without linking éaaupatzans
to names.

October 28th, 1975, Davia Hamiltan_

sacttish cQuncil fcr Regeaxch
- in. Ed atian,

16 Mnray Pla¢5r
fEDINEURGH

Cihis infarmatign shget wasvdistributéﬁ to' th

oo i i
e
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1Ezaft for comment.
IN SEARCH OF STRUCTURE

This paper was written in the summer term,
1975, ae a preliminary report for the
teachers in the case study achool.

Introductory remarks

This brief document contains an outside observer's
impressions of the patterning across the first three years of
an open-plan primary school. Its purpose is to make sense of
the apparent complexities of classroon life and, in particular,
to explore the idea - widely professed - that the open-plan

school 1ls a 'structured' setting,

No claim is made that these notes are anything but
selective and tentative. However, to the extent that they
refer to a broader canvas than is usually accesaible to the
isolated class teacher or casual visitor, they mayvhélg to
illustrate both the individual variety aﬁa the ave:ails’ |
coherence that prevails within the sshﬁal." Likewise, ﬁa’attempt f
is made to 'weigh' these practices against any. particular set

5f standarxds; the attribution of merit or the alla:atian cf
"‘s aecaunt.

blame is considerad irrelevant to- the caneerﬂs ﬁf

Thé i;rst part of this papér aiscusses th “ﬂhang

emphasis between PI and PIII.
potential . ' craft’ skills. assaciateﬂ.with'teachi

plan Eéhcal;"r;nally;-it cans;de;s;the_de

nature of gléssrnamfiétrﬁctufE?;v

Aruiret provided by exic [l
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related to the traditions of the schoel, to the exigencies of

its present situation, or to the interests of its teachers,

Brlefly, they can be listed as follows:=

l!

10,

lli

12.

The class sizes increase by up to 20% (from 25-30
pupils) without a proportionate increase in teaching
space.

The school day 1s lengthened by 15% and divided inte
one extra teaching session,

The PIII class areas are more rectangular in design
and have fever openings. As a result the boundary
between wet and dry areas 1s more obvious.

The Pl work tables become reglagea by pupil-specific
work places (desks or tables with shelves).

More children sit facing the board,

Blackboard space becomes a scarce resource as the
volune of written work lncreases.

The wet areas are more likely to be used later rather
than earlier in the day.

The older children are less likely to work on the floor.

There ig an increase in the level of specialist
teaching. (In combination with the extra break, this
injects a more obvious timetabliilg inte the P&Lt;fﬁ
of daily life.)

Homework becomes more highly oxganised and is set
more frequently.

In PI the c¢lass teachers remain relatively stationmary
while the children tend to move about.  In PIIT this
pattern 13 roversed: the teacher becomss more
moblle, the childxren more seaaﬁtaryr .

(The remaining variaticns aré mare speaulafiva‘)

disaygeared by PIII.
replaeeﬂ hy aﬁhar aetivities (eg.? ré

equivalent way;
.‘agtivities have muah in aamma
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may continue with thelr work programme while drinking
their milk. It may, lndeed, he regarded as one of
their assignments. By PIII most of this has
aisapgeafea Playtime is seen as an occaslion for a
child to stop work, move from their work area and take
their refreshment. As in the expression 'play
pieces', these activities are regarded as synonymous.

14. A fipal variation is that the ebb and flow of class-
room events Js much more conspicuous in PIII. During
PI the children are scattered all over the wet and
dry areas, many of them engrossed in individual tasks
that may bear little obvious relationship to that of
their neighbour. By PIII the children move much more
as a group or a class. They are more llkely to be
working on cooperative, subject-specific tasks, or
using class sets of equipment.

PATTERNS OF TEACHING

Tn all classes I found it difficult to understand certain
events. On occasions I had to ask a teacher or one of the
pupils to act as an interpreter. This suggests that many
processes relevant to the organisation of classroom life are
controlled by a silent language that is peculiar to the
participants in that situation. For exanple, a teaéher may re-
direct a child's activity simply by'a $l;ghﬁ’chaﬁge in speech
inflection or by a subtle shift in body posture. As the‘chilaren ‘
learn the significance of these gestures, the teacher also ‘
learns to read the signs displayed by>the pupils. Thé relation~
ship is gradually EeIEQﬂaliSEd as each chilé becameg an’

individual in the mind of the teacher.-

This idiosynecratic structure af :ules and EESéPtEd

practices is crucial to the. canauct of éducatianal affaizs “f:’“'

‘to an outsider, it is seldsm immediately apgarent.m’

observing the passaqe ef classrcam events 15 rather~1i

and the scenery qulapged;§ o
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related to a cluster of specific skills. In many respects
these skills have little resemblance to conventional notions
about teaching that derive from secondary school practice. Here

is a provisional (and incomplete) list:-

1. Teachers have to learn how to initiate and control
activities in a non-verbal or indirect manner. This
is not only because so many activities take place -
at the same time but also because there are limits to

. the noise levels vhich can be mutually talerated in
: apen—plan settings.

2. 'They need to be able to érgaﬂiSE a samplex sat of -
resources in order to maintain an apprgp:iate level
of busy-ness in the class. The mnst critical feature
of this skill is that it usually operates without
sufficlent resources for each child to choose
unilaterally what they want to do. (If the secondary
teacher is a ringmaster, then the infant teacher is a
juggler.)

3. At the same time, the primary teacher has to monitor,
evaluate and respond to a range of widely different
in-putg “rem the pupils and elsewhere. - Paramount is
the skill of selectively neglecting invitations to

intervrane.

Given the diverse curriculum followed in the primary .
school (bookwork, craft wark, paiﬂting, singing, etc)
much of the extra work (eg, tidying up, pregaratian)
must take place within the classroom setting. Thus a
primary teacher needs t@ arganise her pregaratian g0
as to make the optimum use of the limited time she -
can afford to spend at school. (This sk is also
shared by secondary teachers of practica subjects Y

[~

5. Given the multiple activities that may~be taking -place
at the same time, primary teaehers,n devilop a .

knawledge théj'
‘ teachers must bs
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THE STRUCTURE OF TEACHING

By themselves, however, skills such as these da not
guarantee a competent performance. In any class féam situation
there are other equally relevant factors such as the size of
class, the availability of resources (eg, books and apparatus),
or the nature of the curriculum. Thus, even among teachers with’
similar views, a wide variety of teaching styles may be

3

observed.

In the schocl that forms the focus of this research, some
of the teachers stressed the importance of 'structure' to the
organisation of teaching. In effect structure refers to the way
teachers orchestrate the dlverse elements of the curriculum.
Among other things 1t relates to:

1. The strategies they use to underwrite the day-~to-day

activities of their classes.

2. The impoxtance they place upon the sequence followed
by each child or class.

3. The way they divide the curriculum into 'basics' and
'frills'.
Strategies

These refer to the management and administrative procedures
used in classrooms. Thus, some teachers plan their work around
a daily cycle, others use a longer periocd. Some divide their
learning space into subject-related 'areas', others divide the
space into 'quiet' and 'noisy' zones. Some make their own work
cards for English, others use printed materials. Some use
graded-vocabulary readiﬁg schemes, others allocate reading
books according to interest. Séme use ability groups, others

prefer individual or class methods. And so on.:

Séqusﬂgs

This concept referm to the way a teachér Prcgrammes each

day's activitles. A 'stxang" sequence ;mp]ies‘that~certain

activities lachally precede athers-t 'News' Ut stmr;es might




is, presumably, essential to the organisation of a 'truly'

integrated day.)
Dividing the curriculum

over the last 70 years the primary school curriculum has
changed to include many activities previously considered
unsuitable or irrelevant. In turn, other areas of the
curriculum have been displaced from the timetable. Although
éertaiﬁ tasks (eg, rote learning of biblical passages) have
disappeared, there are still considerable areas of disputed
territory. Hence one teacher's 'basic skill' may be another
teacher's 'optional extra'. Such differences among teachers
are echoed in the organisation of classroom life. Teachers may
justify the amount of time they spend on music, art or craft
work by referring to such debatss. The difference between core
and peripheral tasks is also revealed in more subtle ways.
For instance, 'frills' are likely to be taught by specialist
teachers and to include a high degree of pupil choice, whereas
‘basics' are more likely to be compulsory, taught by the class

teacher and set regularly for homework.
An open structure

To the extent that teaching is a planned activity, it
presupposes some kind of organisational structure. Nevertheless,
the structure rarely comes as a prefabricated package (except,
perhaps, in programmed learning) . Ingtead, each téacher has to
celect from the raw materials that are to hand and build up the

framework most suited to their needs.

In one important respect, however, this description of
structure is inadequate. It conveys the impression. that class-
room practices are carefully formulated and then rigidly carried
out. This is not the case. Teaching is also an opportunist
activity. It cannot be entirely Praﬁélannea! 1ﬁvP;aetice
therefore the structure must be adaptable; ready at a moment's
notice to be modified, cannibalised, dismantled or abandoned.

SUMMARY
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to the floor. Other long-standing educaticnal distinctions have
also been devalued by a similar process. Neilghbouring subjects
have been combined; timetables have been integrated;

abilities have been mixed; and boys and girls have been brought

together in the same teaching groups.

Overall, then, it may appear that the open-plan school is
a social setting totally devoid of structure. This document
suggests that such an analysls is both superficial and
incorrect. What, in fact, seems to happen is that the visible
structures of yesteryear (many of them outside the control of
the teacher) have been replaced by an invisible yet open structure
largely devised, controlled and sustalned by the collective or
individual actions of teachers. '

Paradoxically, 1f thié ie the case, then it may be
necessary to concede that the pedagogy of the open-plan school

is, in conventional terms, as teacher-centred as it 1s open.

9th June 1875, v David Hamiltgn,,t.(
: The Scattish Council’ for * e
" Research in Educaticn,ixfyf?
16 Mﬂray Plaee,;tlv, T
EDINBURGH - .

EH3 6DR.
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Statement to Meeting of Pl-3 teachers, 16th April 1975

(These ideas formed the basis of a spoken presentation)

I'd like to sketch in some of the research background. 1In
particular to indicate why the SCRE agreed to sponsor the
investigation, and the government -~ through the Social Science
Regearch Council Educational Research Board - agreed to underwrilte
its costs,

For a number of years there have been growing feelings among
educational researchers that research has remained very distant
from the day~to~day concerns of practitioners within the system.
More recently it has been recognised that, in part, this has
arisen through an over-reliance upon borrowed ldeas (such as
research conducted with plgeons and monkeys) and an over-
confidence with the results of laboratory exyariments conducted

under conditions relokte from the flux of clasaroom life,

Cne outzome of these crit’ isms has been the suggestion that
reseaxch should move much closer to the world of the teacher and
pupil: in short, that it should incorporate an ecologlcal
perspective, |

The proposed Open-plan Study embodies these ideas aﬁa'is an
attempt to prepare a dstalled aczount of one partiéular innévatﬁry
setting. However, unlike much of educatianal rch it daes ﬂgt

set out to test a hypothesis or prove a Egiﬂt ar view. Rathe;; it

aims to prepare a report which is both aceeptable ta tha P,' %ei—

pants in the study and camprehensihle tg interested cuts ders,“_ -

_abﬁut the prablems and pcssibilities that cgnfrant ﬁgen Pl
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Memo to research colleagues working in the field of Primary
Education.

To: Neville Bennett, Deanne Boydell, Phil Clift,
John Elliot, Sue Kleinberg.

From: David Hamilton.

Subject: Discussions on Open-plan Primary Schooling.

Date: 14th April 1975.

As part of my proposal to the SSRC I indicated that I would

consult researchers with similar interésts, fhis memo describes
the cutcomes of those discuseilons held in February and March 1975,
In each instance I tried to build the discussion around the
question "If you were to conduct a l2-month study of an open-plan
primary school, what aspects would you focus upon?® Looking back
at my notes this question yielded very little of direct interest.
Instead, most of the discussions ook off at a tangent. In most
cases this praveﬂ emlnently useful since it gave me further
insight into a range of other related issues (problems of
organising research teamsj difficulties in generating theory
rather than data; problems of definition etc). In one case it
1ed to visits to 2 schools. However, for the sake of completeness
here is a list of the topics suggested in response to my
original question.

= e s s S v

1. fThe relationship between old staff (a source of competence/
conservatism) and new staff (a source of incompetence/
innovation).

2. fThe rhetoric used to handle controversial issues.

3. fThe rules which govern movement within the agenﬁplan setting.

4. The motivation behind the school's approach to the SCRE.

5. Whether a changed physical set-up generates new iaeas.
reactions, perceptions etc.

6. 'The relationship between space utilisation and ability.
(Do different children make different use of the space?
How does the teacher intervene in this usage?)

The use of auxiliary teachers/helpers in an apen situatiﬂn.

8. How are staff relationships affected by the agen—ness (Qr G
does it all "boil down to psrsanaliti5§“)? .

9. To what extent is ‘shared' spase used egacentri"a” y'by the
pupils (espec ally the i’f'sts}; or ‘the teache R
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INTERVIEW TRANSCRIPTS

The following material vecords the interview
responges of five children taken at random
from each of the fifteen Pl-3 classes. The
Interviews were conducted in November 1875.
The purpose of the interviews was to compare
yaar cohorts, not classes. The year of the
elass nan be discovered using the following
key: [1=E, I, Jy, K, Ny P2 =C, F, G, H, M;
P38 = A, B, Dy L, O. :

CLASS A

1. Where do you have your milk?
out here (le, in the wet area)
I don't have milk
Out in here
{I don't have milk)
Out here,

2. twWhen do you have your milk?
Usually just before break

At break time

-

Before break,

3. wWhat do you do when you've finilshed your assignment/jobs/ . . . 7%
etc? ' o ,f*;“ j_:f '
I usually do and do somc painting ox: plastic&ﬂg 5%
do my reading with (the teacher) ,
We sometimes learn our words or ﬂ@ our spel
or read in- thé librafy :
,Ga home ],. i
T snmetimes read my reaﬂing
_ 1ibra:y
Wa

O

ERIC

Aruitoxt provided by Eic:

#



4., When do you usually paint?
T usually paint after % ik or when we axe told £o
paint for an object
Pon't know - we paint when (the teacher) &sgks you
After break '
Don't really know - don't paint vexy often.
When we've finished all our work.

5. Who usually decides what you paint?
sometimes its me if its plain,  If (the teacher)
wants me to paint she decides ‘
(The teacher)
{The teacher)
The teacher
It's normally the teachex.

6. What sort of things do you do in the courtyard,fout thexe?

1've never been out

We don't go out there
Play

I've never been out there
Read books.

CLASE B

1. Where do you have your milk?

out here (in the vwet axea) -

There

2. When do you have your milk?
Before break
Before break

ERIC’

Aruitoxt provided by Eic:



45 ‘ Vhen do you paint?

¥hen she puts choose on the board or whaor I've
finished allny work

Sometimes after lunch .

Really vhen 1 've’ finished all my work. I really
Just go out and paimt ¢ . : -

Aftez you've finished your m::r}; v

WgZI.L L. dan‘t really pa:mt vary mu:h

5. ths ﬁe::iclés what y-au paj.m;‘? ‘ v
: ,Well_ I Ieally' paint anything - gomething I think of
Sometimes the teacher does: ‘ I
We just decide ourselwes
(The auxiliaryl '
We '‘re allove& to paint anything‘ ,

6. What do y:m do. outs there ti:n the scurtyard)‘?

I haven' t. been ouit: t}zére yet _

P:Lay games and ‘sometimes we draw . .

We 've neyer actually ‘een out t.here., T aan't knaw
actually i€ we're alluwed out. the:e ' :

I dom't knOw L ,

I've never been out ‘thete before a:nt:l no Qne else R
. in out class has either. - ‘ L TN

CASS C

1. Where do you have your millk?

In the classzxoom (ie, at a tabla)
Wwell , usyally about here

T don't take milk

In here

At t?nat:- réuné table ‘Aacross there.

2. When 613 y@u ha‘VE gaur milk:?

' pefore playtime
‘ Rf;nund s:ibaut Elay‘tj.me

A;; break ,,tr:,_e

O
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4. Wwhen do you paint?

Once we've finished doing our work, sometimes
Well, just whenever you want to .
When I've finished my work

Any time

Any tinme.

5, Who decides what you palnt?

The teacher or when we're doing a story we do
pictures of the story and 1if wa‘re not aning
stories we paint anything :

No one - you just make it up ytmrselE

(My friend)

The Teacher

The teacher.

6. What do you do out there (in the conxtyard)?
Just play with the sand pit
Just play in the sand pit and get mess;r and *fhan
you come in you get cleanar
Play the farm out there
Make sandcastles
Play with the bricks.

CLAsS D

1. Wwhere do you have your milk?

Over there {in the wet area)
Just down there

Down there

Down thers

2, -When do you -have your milk?
15 minutes before lunch time, I think
Just before break

At 11 o'clock ox- something : -
Eefcre piay tj_me - cnly fr:r sir: gaar alés

3. VWhat

We can play or draw a gietuzg ;
Samething ;

Well, T pa.int or d::aﬂ a p:lct

g Pai,nt ar ‘makeé pir_-tures ai 8

We can choose what we can do

You can- sic:_gngt;himg ‘you like.:
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do you usually paint?

Before we go hone

When we're on a subject

When we're doing somathing -~ cavemen or something -

When I've finished my work

When you've finished all y~ur jobs - when the teacher
allows you to,

Who decides what you paint?

What

The teacher

(The student)

Usually (the teacher)

The teacher - we can decide but the teashér may change
her mind

Either the teacher tells me or I think up samething'
myself, :

do you do out there? (In the courtyard)

We're not allowed out there

We don't really go out there

We never go out there

I've never heen out there

I've never been in that courtyard kvt in the P2
courtyard we played in the saniprt.

CIAaSs E

where do you usually have your milk?

What
etc?

do you één when you've ff;nis‘hﬁ;éé_ ycur assignment/ jobs

‘Play Eémethiﬁg t6 do

Over there (pointing to milk table)
{points)

(pointsg)

Over there

Over there.

do you have your milk?

Nearly at one o’clock

When we come back fxom playtimg

After playtime and ssmetimes hsfaré = Aﬁgus and I
have it aftex _ i :

After we've been in the base .

Any time. : -

Just play T e

What does that mean -1 acm‘t think I,' now
P;ay ; ,
I don't .l;néw.
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4. When ¢

B
o
g
o}
=
=1
L]
=
]
H
H
o
o
W
-u

don' t know
. don't paint

- Any day

' When we're playing
Any time.

“HH

5. Who decides what you paint?

The people who are what doing the paintings

T Me
Don't know.

6. What do you do out there (in the courtyard)?
Play a game too
Paint
Run  about
Make models
Play things.

‘CLASS F

1. Where do you have yaur miLk?

Over in the library or on the tablé
Over there beslides the library

In the classroom’ ‘

Over there besides the béoksi

Gver there. o

- 2. When do gau have yﬁu: milk?

Usually after aurqstary ar =entem;es‘ 

Q
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§ 5. Whe kéeéiﬂﬁgs what ‘yﬂu paint?
S ' You decide yourself

You can dec:ida yam:gelf L S
Sometimes we aaciée gmﬂ samat.imas the t.ea

decides.

6, What sm:t n:E things aa gm: éo 111 'é;"::!éﬁrj;_yéra?

Play : . i

I don‘t go out. t.‘he:'e
Ha;.hing ’

. That's anét.hes :1.355:@
We wauld play in the sanapit.

1. Where do you have your milk?
(Points to milk table)
Hexre =
I usually hawe it here

Hers
Eaund about here .

2. When do you have yc:ﬁ: nilk?
After playtime

Any time
After playt.iune
After playtine
Scmetimes ;Lt 8

ERICY
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5. Who decides what you paint?

'I'he teagher

Sometimes (the teacher) and sametj,mas I decide’

Sometimes you can paint anythiﬂg and sometimes (t‘he
teacher) vants us to paint something
If it's after ‘semetimes I can do whatever I liké-
If it's in the ‘middle the teachér wants me to (ia
samething spec:ial., : SR

6. What =soxrt of things do yc:u do i,n the caurtyard? |

¥You've got brieks tt: builc'{ ‘and ‘sand’ to dig hales in
and there's a. fountaln, a pool .... .

Make castles. and make holes '

I don't really go out there ' ,

‘We play with the sandpit ' » i

Sort of it's usually digging. '

CLASS H

1. where do you have your milk?
Usually at my table
In the. classreom on our own chair
‘They usually sit on the chairs or wamier abaut.

Just at my desk
Sitting on my chair.

2. then do you have your milk?
Elther before break.or
Before playt.ime or after p.
I've no idea 'cause I ngver look aut--_the:e (at. the
clock) : . .

Before we go out ta P y E ‘ o L
Rﬁumi a.‘baut. ten o cl::v ' ' ‘

3. What 5@ y‘gu usually t:‘ia W}léﬂ yau ve fini.shea yaur :assignment/}_, ; :
jahs‘? : - .

: EhQQSE 'l;c pLay what. yau want tca

Q
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5. Who usually decides what you paint?
(The teacher) or you can choose what you want.
The teacher sometimes.but sometimes we're allowed to
" do our own painting
You can decide -~ 1f the teacher does=n' t want you to do
If the teacher .wants yt:u to do then you do it and
we do it
The teacher.

6. What do you do iﬂ tha courtyard (out there)?

Not very. mu:h :

We don't go. out there - it's anl.y for the ones

Yau just glay with the sandpit - we never go out there
now -

I don't };ﬁ_ﬁw :ealljf

Play in the sandpit.

CLASS I
1. Where do you usually have your milk?

Where we come in

Down in the table at the cormer

Down where the chalrs are

Out there (pointing to the milk table)
At the table where we put our jackets‘ .

2, When do you usually have yaur milk?
I don't know : '
Sometimes I don't have any milk and scmgtmes lt ﬂe ,
When we ceme in from' play vwhen my. teacher's with us :
When we're coming in from: the playgraund oL
When we come hgc:k f:cm glayt,ime..ﬁ ;' L

3. What de you do When ycu've Eiﬁisheﬂ yc;:ur assigmtfjabs?

We do work .
I ask the tegcha; if I c:an ‘play
I.ike wa:k? We da play r.:r go tr; 1;, ay

Erink a:nrl Play with tfhe t:»yg; v'f?’-'

When aa yau usually Pain

ERICh
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6. What sort of things do you do out there (in the c@ufﬁyafé{?’

We just play in the sand
We play - -

Play usually

(clicka tongue)

Play with the sand pit.

CLASS J
1. Where do you usually have your milk?
Here (ie, 1n‘ﬁy'§laeel
That tghle over there
There - where I was d@iﬂg my . writing

‘There (pointing to seat)
(Psints to seat)

2. When aa you usually havé your milk?

Aftex playtime

Aftexr playtine

I don't know

A long time-

I don't know what time.

3. What do you usually do when you 've finishea your asaignmant/
jobs? : S

We play

We play with Egmathing

‘We just go in the base and sit down and (the teacher)
sometimes reads us a story . : -

We go in the Elayg:sund =

Get anything t@ plgy.

4. VYhen d@ you usuall 'gaint?

fhftar we've ‘been aut ta the sand
“Round there

‘Alvays when T want ta
‘fAfter_we v 'dane ur wnrk.

Q
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cLass K

Where do you usually have your milk?

When

When

Over there (pointing to milk table)
At the milk

At the milk table

At that table with the straws
There (pointing).

do you have your milk?

I don't know

At different times

When I've got time

I don't know what time

On the table at a desk - a long time ago.

- do you do when you've finished your assignment?

Choose

Well if I haven't had it (milk) I have it - sometimes
I forget to have it

I scmetimes have milk and I sometimes paint

Play

You can choose.

do you usually paint?

After my assignment

Well, when I've got time - I don't usually do it
Afrer all the things we've done

Sometimes )

Late on. I do it on Saturday.

Who decides what you paint?

What

Myself

L do

sometimes witches, sometimes people and sometimes
patterns '

I do

A man.

sort of things do you do in the courtyard?

play in the sand
I only went there once

Make holes
Don't know.
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CLASS L

1. Where do ycu usually have y@uf milk? .

. I don't take milk
I don't have milk
out there (in the wet area)
‘We don't have milk
I don't have milk.

2. When do you usually have your milk?

rally dn B o7 w0

k(An?‘iiﬁﬁit

3. what dv you dé wheﬁ you've finishea yaur assignment?

‘We're allaweé to ch@ase
I paint .
I choose things : ORI
Well, sometimes I do arawings ana well. Waké_hal -
out of paper like that e e
Just take samathing out of the cupbgard or: ga aﬂé'”””
‘paint. : . s

4. When do you usually Paint??;

: : After me work
' Straight after my assignment
Usually when  the teachér tells me to or when i ne%ﬂ ta
Mostly in the ma:nings SRR S
Aftér lunch T

5. Who aecides“what ygu-pé;;t?-
I do ' '
Ide v
The teacher A
I Eaint what‘Ir"'

Q
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CLASS M

1. Where do y: 1 usually have your milk?

In there (painting area)
There

At the wet area

Just in there

In the wet area.

2. When do you 'isually have your milk?

. After we've been out to play
Don't know
After play tires
After play time
After play time.

3. What do you usually do when you've finished your assignment/
jobs? .
You can choose anything you want to do
Go into the toys
Play
We play
Play.

4. When do you usually paint?

We just paint occasionally, not very much
I don't really know

After reading

We paint at any time

When we've finished our work.

5. Who decides what you paint?

We can decide ourselves

Me
You can do whatever ygu like
(The teacher) . :

6. What sart-athhingé do y@ﬁ»aé'iﬁ>thé.c§ur
we aan t ‘go out = when we ‘were in the
_ ta Play 'cause there were u ket

Na

We hav

O

ERIC
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1. Where do yeu usually have your milk?

On the desk

I don't usually have milk

Can't remembex

There

I don't have a sort of place.Il usually sit wherevgr

there's & zpace.

2. wWhen do you usually have your milk?
I don’'t know .
Don't know
I don't know ' o
‘Before playtime but I don't know when that i.

3. what do you usually do when you've finishes your assignment/
jobs? o : :

Choose

I go to play

I play with the bricks
I play with the bricks

After we've done all our work we can play whatevef-l
we like. '

4. wWhen do you usually paint?
Any time
I'm going to paint today
After playtime
I can't remember
Sometimes on a Thursday.

2. Who déciées what you paini?

{The teacher)

I paint all kinds af animals
‘Myself T
1 paint anything ; R
H(The teacher) sgmetimes tells uj ‘what' ‘colo

O
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Aruitoxt provided by Eic:



1.

CLASS O

Where do you have your milk?

wWhen

What

When

Who degides what you palnt?

What

' We go out that way- (u:ual_acﬁ:)

Outside there (in the project area)
outelde through that door

T don't get milk. I'm seven

There (project area)

I don't have milk.

do you have your milk?

Any time you like
Z don't know

We can have it any time we like

do you do when you've finished your assignment/jobs?

You can look at bocks or play

Sometimes we can play — with toys or sometimes we go
out to play

The teacher says I can do whatever I want - s0O that's
what I do

Play

We can paint or play with the clock or have a look at
the birds and study about the L ¢ and we've got
other things to play with.

do you usually paint?

When you've finished your work

When we've finished our work

When I've finished every bit of my work

I don't know

We usually paint when we finish our work and then we
study birds.

The teacher if you're learning on anything

The teacher -

{The “eacher) tells us

The teacher and sometimes we do :

We just think up our owr -»aintings or the teacher kells
is what to paint. Tcoay the teacher‘a qsinq ta tell
us what ta paint ana draw.~ Vi g

sart of things ‘do’ yau dn in the aauityaré?

I ﬂin‘t knaw L
I doﬂ‘t know

We play in the sandpit;an&“things
That ] anathef class.v;;” S
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THE ORIGINAL FIELDNOTES FOR 'FIRST DAYS AT SCHOOL'

These notes — written day by day = were not originally
sutended to be resd by anyone -Lse besides the teacher of
cha elaas or the cuthor of thi- report. Inevitably, their
sunle 18 rather cryptic and terse. They should, thereforve,
be veud with caution. For example, many of Mrs Roberison's
instructions ave reported without indieating the full
inflection of her voice or the actual text of her statement.
Thus, her requests or itmvitations (eg, 'Would a’l of you
please put your chaivs neatly under the tables') often
appear in prini in the form of eoercive commards (eg,

Mrs Robertson tells the ehildren to put their chairs under
the tables). Despite such intrinsic shortcomings, the
original material is reproduced here for two specific
peasons. First, because it provides a relatively continuous
sample account of classroom life in the mid-1970s. And
second, besause it makes public the full extent of the
data used to compile the essay 'First Days at School’.
There are, however, two differences between this account
and the original fieldnotes. First, the participants’
names have been changed; and second, a small nvmber of
factual corrections have been ineluded. (The latter are
indicated by the use of italie type.)

DAY ONE
(Tuesday, 26th August, 1975)

08.20: Mrs Dewar and Stephen are waiting inside the schcol door.
They are unsure where Stephen is to go. Miss Downie pass s by
and takes Stephen under her wing and shows him his class area.

08.30: Mrs Rob:.tson arrives in the area and switches on the
lights. Mr and Mrs Windsor arrive with Michael. Miss Downie
moves on. The two boys ure settled at tables with their chosen
activities. Nicola arrives with her mother. Other parents
ares moving through the school trying to find a home for their
chilédren.

08.45: Emily arrives. Michael leavez the large shoe (a toy for
learniny aio it tying shoelaces) and wmoves about the area.
Mrs Roberts.: shows him how to replace the shoe in its 'proper'
place. Niucola is using the plasticine but putting it on the
table (rather than the board). She is reminded to use the
board. ' n :
As the last few children arrive Mrs Robertson also shows them
where to put their satchels and coats. The children queue to
be taken round the class area. Each one chooses what they'd
like to do. : ks;

, ‘Some children are engrossed in-their tasks; .
others watch the new arrivals. - ‘ SINEEy SR
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09.00: Three children sit at the plasticine table, two work with
jigsaws; one assembles un.:ix blocks ('look how high this
tower is'); three just watch. Michael puts his jigsaw back
on the side table with the nicces scattered in the box.

Mrs Robertson asks him Lo "2 sure' to put it back 'ready-
made' ('so that we can see .. any pieces are missing'). She
continues to talk individually to each child (eg, 'Julie, I

don't think I talked to you when you came to school'; 'What

would you like to do next - painting?'; 'Tell me about your
plcture').

Children beqin to talk among themselves. ('At rursery school
we had to piay on the floor with bricks - but we didn't have
to do sums with them.')

09.10: Keith asks to draw and is shown the pile of paper. BHe
sits down and starts crayoning on the top sheet. Mrs Robertsgon
suggests that he takes his paper and sits somewhere else. She
asks him what colour he is using. Michael is cautioned about
his 'playground' voice. Mrs Robertson leads Julie and Peter by
the hand and 'shows' thenm the room. They are taken to the
painting area. Michael lends Julie his pinafore so that she
can paint. Scmeone finds a piece of jigsaw puzzle on the floor.
Emily uses the ironing board in the wendy House. Mrs Fobertson
remarks (to the clase in general): 'Oh dear, someone doesn't
push their chairs in' She is givzn some green foliage by
Mrs Nuthall. Finds a vase and shows Peter where to obtain
water. Julie comes into the class area with her painting
finished (having spent four minutes c¢a it). Michael describes
his drawing to Mrs Roberison.

09.20: Simon 7oes to paint. Nicola joins forces with Emily and
prepares : :ea party: ’'I'1l make the tea, you'll do the dishes...
I'l1l be mummy'. Keith _.uts his picture on his schoolbag.

Mrs Robert...n suggestz that he puts it in his drawer and shows
him wner~ the Jdriecrs are located.

09.25: Tk ous.uren ere shepherded into the 'home base' ('What's
that?'). The strasglers receive special reminders. ('Are you
remembering to put the paint brushe.. back mroperly?') A
joiner arrives to replace the lock in the home base.

Mrs Pobert on changes plars ard takes the children in a
crrcodile to the (unisex) toilets. The children return to thelr
activities. An occasional shout draws Mrs Robertson's:
reaction ('.... you see we've nc doors at this school’).

. FY N . .

09.45: The children yeturn to the home base. . Mrs. ‘Rebertson agks'
them about their homes: 'Simon, how many people. are there ;n
your family?'. The children arnswer. Michael: raceives a
reminder ahout interrupting other peagla.. 3
look for the milk bottles. One bottle is’ missing
asks the children what they shauld és.s.'Steg it
The children line up and walk over to-the: milk o
are asked to take their milk to an’ empty table" (‘WE“ﬂQn't w&ntg;7
milky plasticine'). Mxs Robertson shows. the.class hﬁw agen.
‘their milk bottles and where ta gut_the cags, '

battles‘

Q
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10.10: Peter and Kelth discuss their fathcors' occupations.
Richard works on the floor with a tractor and traller. Paul
puts away the beads and, on request, ¢ rolyn riops up the milk
spots. 'The children are moving rourd watching each other.
Sophie receives individual attention.

gomeone has left out a yellow crayon. Michael has found his
way into Mrs Nuthall's area to »lay with her caxs. Other
children work in the sandpit 1: the courtyard.

10.45: The children are taken in a group out into the playground
where the auxliliaries look after them.

11.20: The children have beent in their class areas for 10 minutes
supervised by the auziliaries while t.> staff finish an informal
meeting. Mrs Robertson ils invited to tea with Emily and Niccla.

11.22: Two children look’ng at books. Mrs Hendexrson comes in to
find two of her children. Stephen fetches water for some
flowers.

11.35: The¢ .- - n sit down in the home base. Mrs Robertson
tells the suory about the Three Beacs. Some of the children
keep interrupting. Michael is told that 'When I'm tel.ing a
story, you sit vexy quietly and listen. When you're telling a
story, I'11l siv and listen'.

11.50: When the story is finished Mrs Robertson reminds the
children to bring their painting ovesralls the following day.
Three children paint while thelr teacher tidies the class area
by putting equipment back in the right place. Michael and
Douglas become noisy; Mrs Robertson takes ther ocut of the class
area 'for a wzlk'. Others complete thelr drawings and paintings.
comeone in the wet avea asks 'Shall I take the plug out?!

Keith asks about 'home time'.

Miss Dean discovers that the tollets are awash, Mrgs Robertson
takes her entire group into the toilets to relearn the correct
proceldures.

12.25: The class put on their coats and find their schoolbags.
'Peter go and show Julie how to put the light off.' .The
children go into the base. Mrs Robertson reminds them to turn
off the taps in the toilets, She says, 'Good afternoon’ to ,
them. Their reply is ragged ('What is.my,ﬂgma?i)‘aﬁ{sheqseEeats
the greeting. The children pick up their bags and move out
into the communal area where their parents are waiting o

Mrs Robart takes luich in the staffroom and then 5
.school unt - om. - During this time she talks with colleagues,
cuats up & s ] §apezg‘ti§ies,hér_araﬁ:gﬂéjgéne:a iy makes

_ ready for cond day of term. A Ly

b

oAy i/




F4

DAY TWO
(Wednaesday, 27th August)

08.30: Two children are already in the class area, one of them is
painting. Nicola also goes to paint. Her mother is still
talking ta Mrs Robertson. James arrives at the same time as
Stepher and WMichael. Nicola finishes painting and moves to the
pLagticinﬁ kable. Mrs Robertson asks Michael to show James how
to use the pots and paint brushes. Christina arrives with both
parents.

08.40: Nicola abandons the plasticine and wanders through the
house. James is shown how to hold a paint brush. He is being
watched by his mother and sister who have stayed with him for
a few minutes. Stephen is playing with a jigsaw. Keith fetches
a tin of crayons. Emily arrives and puts her bag away without
being shown. Other girls and boys arrive. aAll tagether there
are 18 present. Julle has brought a new book. It is her
birthday.

08.50: Parents are hovering in the doorway. Christina is asked
to 'keep her plasticine on the board'. Julie stands watching
the others. Morag has burst into tears. Michael has made a
'Lock Ness Monster' with plasticine. DPeter and Simon return
to making long chains with the unifix blocks.

0B.57: Three children are drawing, four are working with the
plasticine, two are painting, 2 are building with unifix, 1 is
working with beads, 1 with a jigsaw and one with a set of
wooden dolls. The two remaining children cluster around
Mrs Robertson betiean activities.

09.00: Julie sits =mlone in the home base reading her birthday
book. Morag is looking fpr Mrs Robertson. Nicola taells the
boy sitting next to her at the plasticine tzble that he is

'not allowed to do 1t on the table' Douglas anncunces that
he wants to paint. Emily asks if she can fetch her pinny.
Laura has left a tin of craycns where she was drawing. Julie
puts it with the other tins. Peter and Simon have made a
'blue and white hamburger' with the unifix. A boy from ancther
class loe': into the class area but doesn't ste ..nto the

carpet.

02.10: Nicola aad Rona ask Julie if she wguld like to ﬂlaw**ﬂ the
house. Mrs Robertson talks with Simon and Peter: .ousk, .
they might prefar to use the unifix on the floor.. ’Tﬁe H§a;e
* of its constru.tion can exceed the sise of a tabla.)
daeclde to continue sitting at thair tahle.. Mrs.
the plasticine children how to leav it whe
1In particular, she warns againat;’ixi
party has become ‘bathing the baby' .

. blocks in a desultory £ashio
. Mrs Robertson who is shawing ‘Micha
after gainting., Egvglas is re ra:
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09.23: Mrs Robertson takes Morag to the tollet. She fears that
‘an accident' had occurred. (It hadn't,) The remaining
children talk among themselves. When Morag returns,

Mre Robertson asks Julle to show Nicola how to put the light
out. The rest of the group are asked about their brothers and
sisters. Rona talks about her pets: ‘'a tortolse, two dogs
and a goldfish that diled'.

09.36: Mrs Robertson begins to teach the children an action game.
('This is the long snake in the ground, wriggling among the
stones he found ...') Michael begins to poke his neighbour
and is moved to another place. The group continue with a
series of number games (eg, One little elephant :sitting in the
sun, he found it such tremendous fun, he called another
elephant to come .... Two little elephants I I

09,40: Morag starts to cry. By tnvitation she goes and sits by
Mrs Robertson. Everyone sings 'Happy Birthday' for Julie.
Nicola shows Stephen the lighi switch. '

09.45: The new children are taken to see the tollets while the
others return to their activitles., Emily and Nicola reconvene
the tea party. Michael, Keith and Douglas join them.

09.53: Douglas and Michael start a mock knife fight at the tea
ts-.e. Keith watches while the glrls carry on preparing the
party. Meantime Peter, William and Simon are playing with the
plasticine. Douglas has started to pass tn . toy 'iroa' over
Michael's head.

10.00: The toilet group return; Mra Robsvtson remonairates with
the tea pacty and then leaves tiz rea to take someoné to the
gandpit. The knife fight has become a sword fight. Mrs Nuthall
passes by. Christina asks her 'Where is Mrs Robertason?'.

10.08: Douglas moves out of the 'house' and begins to wave nis
knife in frent of Peter who is still seated at the plasticine
table. Mrs Robertson intervenes. Douglas raczives a strong
warning ('I'm very cross with you ...') and is made to sit on
higs own. Christina wheels a small pram through the clans area.
Mrs Robertson reminds the remalning members of the tea pasty
about the noise of their 'playground volicus'. BShe takes
Laura for a walk round the painting area.

10.20: All the children are zsked to sit down, each at an empty
table. The plas-i;lne boys have forgotten to pat their chairs
neatly under ui:e plasticine table. Mrs Robertson re~iterates -
the procedures to be followed when drinking milk. The ‘group of
children at each table are sent one by one e thelr mi :
Michael goez out of turn, Christina asks 'Do we get e
dsy?'. At Mrs Pobertson's request, Julle takes Michael to
put the lights off. ' N S o

10.30: The children are s;:ﬁing-in‘ﬁhékggga;77ggﬁév;a ks about

the pile of debris outside (nla'glimb;ng7ffamaé*£ﬁ6ﬁ;ﬁhé]gym)a* I

Mrs Robertson takes them out f£or a closexr look.

: L The children = ..~
also watch a cement mixer in operation. w =
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10.36: The group return to the home base where they dincuss the
dangers of going near the workr 1.  They gilve thelr own reamsons:
'You might get cement on your face'; 'A lorry might come along
and tip us up'. The girls are sent to put their coats on and
find their play pleces, 'Will I need my hat?' (Julie). The
boys follow on. Julie tells Douglas that 'You don’t need your
hat!', When the others go out to the playground Keith ias left
behind searching in his schoolbag. Suddenly he bursta into
tears. He has lost his pencil case. Eventuaily he realises
that it lg in his drawver.

11,15: The children come in and take off thelr coats « 'Go U
the toilet if you want to'.. Mrs Robertson takes them to th:n
music room whare they sing some well-known nursexry rhimes &%
bagin "o learn two action songs.

11.45: The children return to thelr smotivities (Unifix (twe
children): plasticine (6); drawing (8)).

11.55: All chiidren, with two exceptlons, are sitting down.
Morag plays with the beads on a =ids :able, Douglas arks to
have h'» ghne-laces tied.

12.00: “.ist! -a and Douglas become so noisy at the unifix
table th» +5 Robertson decides to separate them. Christina
is tazen ror a walk into Mrs Barber's area. She returns to
the unifix but Douglas haa already begun to dismantle it.

12,06: Douglas is working with a shapes board. Mrs Robertson
asks whather anyone wants to go to the toilet. Children put
thelr drawinge in thelr schoolbago or in their drawers.

12.08: The children are putting on their coats and assembling in
the home kase. Chrigtina has taken the wrong blazer. The
class area lights ere turnad off, Nc child is left seated
at the tables. Rona takes her schoolbag into the home base
but ls asked to put it back with the others. Mrs Ean&azién
is glving directions to a lost child from another 7268 at the
adge of the class area.

12.12;: (Home Lase.,) Mra Robertson arke the class to put their
~inafores on when they arriva: £e:wtha next day. She starts
the stoyy of ‘'Little Red Ri&;ng Hood'. There ars no irralevant
interruptions. The story book is put in the library ('Who
knows where that i1s?'), Mre Robartson reminds the class about
putting th@iz hsndi u§. .“”~ : S “?“- ‘

12.20: Rona tells averyone that zhe's géang tu 8 party. Mgzaq
has recoversd and in smiling, ‘The childrer are asked to button
up thei@ :egt- aﬁd (;:te:rlly) pull up~thaizj ocks. o

24: nri Rabszhnan wiihea ;N' 'Ggaa aft&:n@‘ 
gaplg but lfiAalkEi o zapagt the: ‘pron:
Thgrchilérqn 1 up with thui: bags.a
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12.30: ‘The class are allowed out to meet their waiting parents.
Emily bursts into tears as her mother has not arrived there.
Mrs Robertson brings her back into the class area and helps
Emily to gather up paintings which have been left to dry.

12.31: Emily's mother arrives.

DAY THREE
(Thursday, 28th August)

08.30: Stephen is already wori.'ng with the plasticine.
Mrs Robertson iz moving the tables to give betiexr »azcess to the
bricks. ravid arrives with a group of other chiidren. Nicola
bursts into tears. Christina tries to befriend her but is
rejected. Douglas starts to paint. David plar with a
suzzle on a side table and Mrs Robertion asks him to sit at a
rable with it or move onto the floor.

08.45: Mrs Robertsci and Christina discuss the previous day's
events over the telephonc. Nicola (now recovered) takes over
from Mrs Robertson. Several new parents arrive at once.
Keith shows his father -here his schoolbag is kept. Simon
wandors about carrying » tub of plasticine. Julie arrives
clutching her birthday cards. Michael instructs a new boy on
the use of crayons; 'Take a whole box, take a whole box'.

08.57: The entire class are present (10 girls and 13 boys).
pavid has returned jigsaw puzzle with the pieces dismantled.
A new Loy sits in the library corner. The magnetic board is
being used by Keith. Laura looks a little distressed.

09.02: The following activities are in use: plasticine (6
children), jigsaw puzzles (1), drawing (4) , telephoning (2),
beads (1), painting (2), Library (1). The remaining children
ctand around obgerving. Mrs Robertson walks round the tables
and asks the children to 'tidy up and go into the home base'.
The ~xperienced class members are asked to help the new ones.
Fri.y tells her neighbour: 'You have to puch your chair in'.
g+ vi2Apks to the home base. 'Ig that i*?'. Alison is-
a3k« w0 push in the remaining chairs - she goes round them
all., & boy and girl from another class come in to the ares
and ask 1f they can paint.. R

09.08: (In the home base.) Mrs Robertson velterates h .
with regard to Jjigsaws. She then says a formal 'Go d morndang’
_to the class and tells them that.'mow we are. ¢ ) 1L
do this every day. 'she also completes the regi

ia asked 'Are you here?' and'replies 'Ye
which guggests she thought it was aAn obvious
‘18 ‘asked whether his kroth x-i8. 0ldé ¢ you
Ther ALB DEOM it
st
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09.26: The experienced children are told about choostny their
astivities: 'You don't need to ask. If you want %o paint and
there's an easel free ...' Morag starts to cry and is taken
onto Mrs Robertson's lap.

09.30: Mrs Robertson takes the new children to the toilets.
The remainder draw (3), paint (1), play with plasticine (3),
and engage in various activities in the house (7). The last
group discuss who should be 'mother'. Christina and Emily
take the pram and go 'shopping'. Stephen is telephoning his
friends to invite them to a party. James is wrxiting his name
in capital letters with a crayon.

09.40: Mrs Robertson returns with the toilet group. She reminds
Christina about not running in school. The new pupils join
the existing activity. Stephen takes the tray of unifix

“blocks and sits at an empty table. Douglas, John and Ewan
have started a frantic cops and robbers game. Mrs Robertson
intervenes to calm them down. She takes them out into the
courtyard. Morag sits down with Stephen who immediately
dismantles his unifix and leaves it to her. Alison calls out
‘teacher'. Mrs Robertson sits down with Colin who is sorting
out a box full of small animals, cars and lorries. Morag
leaves the unifix and joins him.

10.00: Mrs Robertson takes three girls out to the sand-pit.
The boys who wcra working with plasticine move on to the
sorting activity (but need to be reminded to straighten their
chairs). 2 boys work among the wooden blocks. Rona is laying
the table. Mrs Robertson sorts out the crayons. The children
gradually find a table to sit at. The group who were in the
courtyard are gathered up by Mrs Robertson. euglas and Ewan
receive a warning about running.

10.15: (The milk is in cartons rather than the usual bottles.)
Mrs Robertson sends each 'table' to collect their cartons.
Some of the children recount their experiences with cartons.
('We had them at nursery school'.) They are shown how to open
the cartc.s ('someone's not watching'). The children who are
unable a:ve asked to put their hands up. David comes back from
painting. Mrs Robertson opens the difficult cartons with a pair
of scissors. She discovers that David has been missed out.
She makes sure the children drink their milk sitting down
('We don't want any nasty accidents'). A tractor goes by
outside the window. Some of the children wave and point.

Rona asks if she can take off her overall.

10.28: Mrs Robertson 'Children will you stop and listen. You'll
hear that quite a lot ... What you do is stop and listen',
Colin has spilt some milk but fetches a cloth himself,:- '
Mre Robertson uses the opportunity to show the entire group'
where the cloths are kept. She confuses Ewan and Colin.

188
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10.33: The girls and then the boys are sent to fetch their coats
and 'play pileces' (kept 1 Lhoir schoolbagg). Morag takes out
her schoolbag. James teils her that '' . is not home time now'.
The children stand around having their coats buttoned and
schoolbags fastened. Xeith has lost his bag. The children
are asked to sit on the floor in the class area.

10.38: Mrs Robertson tells them to 'remember whers to go een!
and asks them to line up at the edge cf the class area. Keith
needs help to find his schoolbag. Tha line has become restless.

10.40: The line is led by Mrs Robertsor round to the playground.

11.30: The children are brought In late from the playground.
(Delayed because of staff meeting.) Mrs Robertson makes sure
that they go to the toilet. The class assemble in the home
pase. Rona and Andrew are sent to fetch the stragglers from
¢h. “nilet. Mrs Nuthe'l passes by with a lost child. Colin
1. asked whether he c¢»:. find his peg. He pauses ... 'What's

a peg?’.

Julie is asker ‘ay birthday party. 'How many of you
zre five?... Han? 3 “are is a disagreement about the
final tally. ©So iidren pe not clear in their signalling.
The five year ol 6 a. to stand up; then the four year
olds. Mrs Rober son z +1e register. The class are reminded
to sit cross-leg.:” and - .void the overhanging cupboard.
Julie's birthday co: ir: counted out loud. Nicola has

brought an African mother doll. The children discuss why

the baby is carried on the doll's back and why the mother had a
large hat. Douglas: 'Some people are painting' (he doesn'®
realise they are in a different class).

11.45: Mrs Robertson reads a selection of counting/acti " poems.
Someone asks 'When is my oo coming?’. There is an outhurst
of noise in the painting area. The children are reninded
about not using a playground voice in school.

11.50: The children line up and go out into the courtyard whera
they sit down in a group. Mrs Robertson asks the children
to look: 'This is a looking at fountain - not a going in
fountain'. All the children get up and move forward (this was
not Mrz Robertson's “ntention). The children are lined up
again., “avid is s’ to jouir them. Mrs Robertson takes the
childien .ack throw. - a different door and, when they have
removel -nei: pinafores, through the building teo the music
area. - Na-id goes to play with the unifix and needs to be
fetched.

12.00: The children join with another class for their music.

12.29: They return to the class base and collect their coats and
schoolbags. 'My mum's outside' (seen through the windcw).
Andrew has difficulty with putting on his jacket, Douglas has.
hi- -~hoolhag upside down. 'They both receive help.

12.33: 1 tae haﬁé'béae;} A other saﬁés fushinéfiﬁé;x‘am 1
iat _ She withdraws when she seas that Mrs Robertson is .
. waiting to dismi ClaBE L e




DAY FIVE
, {(Meoday, lat September)

09.10: Class sitting in the class base. Mrs Robertscn takes in
the forms she had given out the previous Friday. Morag is a
littla tearful znd sits on her teacher's lap. Different
children are asked about thelr weekend activities ~ ‘'eyeling!,
‘guinea pigs', 'Sunday school', 'bee stings', 'don't know'.
avid gets wp and goea to the toillet, Julie has brought some
flowers. Everyone has a chance to talk toe the rest of the
class,

09.28: Mrs Robertson produces ‘Hamish', an 8" figure made from
pipe~cleancrs and then gives each child a 'book' made of sheets
of drawing paper stapled together. The books have different-
ghaped patterng at the top of each page. The books are put on
the tables and the class sit on the floor facing the blackbeard.
Dxvid has not put his book on a table and needa to be shown
by another boy. The elass »eturn to their seats. Tre children
practice making shapes .. the air with their hands. Christina
points to her name on the book and asks Laura = 'What does
that say?'. Douglas and Nicola have started to trace out the
shapes. They are asked to replace the crayons and put their
hands back on thair laps. The children are asked to point to
their names. Mrs Robertson scans the class to see if they
have understood. David has his book upside down. Three
children are moved to different seats (so that the left-handed
children sit together). David has already started. The other
children are asked to choose a pencil and trace out from
‘Hamish's red dot' (a point en the left-hand side of the page).
Then they complete the name shape below the firast one but
without any guide-line to follow. Colin (who ig laft-handed)
works from right to left. Mrs Robertson completes the shapes
on the blackboard.

09.48: The children are asked to sit on the floor zyound the
drawer unit to be shown theilr trays. Rona and Christina ask
to go to the toilet. Each =zilid has a number on their tray
and the same on their ‘'wrli-iis’ book. One by one they put
their books away. 'They just .t the trays. At the end
Mrs Robertson pauses until “#4g1as registers that she is
waiting for him tc stop thiviag

10.00: 6 children are asked to zi. -1 vhe vﬂxir by the. blackbﬂard
The others are asked if thay wooo b paind Some of them are
left to choose (plasticine (4), puinting (4); drawing - (lsy,ﬁ' .
house (3), games {2)). ‘Douglas asks Mrs Robertson. wh&t he might
do; she glves him a shapes. ‘board. ' The graup af six sitihy
the window and sort out Zoxes of tokens ana“' all o
‘different groupx.  Keith is a littlf upsat.
play with a Yigsaw.on. the side tal: Hx
Ewan ta *emind him ahaut the ncise in ‘the ‘hous
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10.12: The sorting group are asked, one by one, to count out the
members of the groups t*~v have estublished (eg, 3 flowers,
4 pe:rs .... etc). Morag has finished painting. Ewan recelves
anotier reminder. Paul has made a tower out of unlfix blocid.
Laura and Rona join in. Mrs Robertson notes down the perforiance
of members of the sorting group. Christina sings to herself
while she washes up.

10.19: Mrs Robertson asks the class to 'stop and listen'. She
has to repeat it. The class put away the equipment. Alisoa
puts some 'number' apparatus on the ‘james' table svnd is re-
directed by Mrs Robertson. Kelth is homesick (his fatner will
be away all week).

10.25: Milk - the 'last time' the class will take .t .ugether.
Douglas, 'What happens if we don't know when to go?'. The
children drink their milk. When he is finished Mrs Rcbertson
talks to Michael about the grouping exercise ... He asks:
'What is maths?' Someone else replies ... 'Work'.

10.33: (The children are sitting by the magnetic board.) The
children are asked questions about ‘Dick' who is stuck to the
board. Mrs Robertson writes 'Dick' on the board and asks
the children what it is. She then tries 'dock' and 'dish’.

10.37: The boys go for their jackets; and then the girls.
Michael bursts into tears: 'I want mummy’. Mrs Robertson
takes the children out into the playground.

11.10: she joins them in the playground and gradually gathers
her class together. They file into school, take off their
jackets and assemble in the home base.

11.25: Mrs Robertson reminds the children to sit with their legs
crossed. She talks to them about various kinds of grain using
a bucket containing fully-grown oats (scythes, combine-
harvester, threshing, bread-making, flour, miller). The
children call out and Rona is asked to put her hand up.
Douglas complains that 'he's not got his legs crogssaed’.
Stephen is sent for water to put in the bucket of oats. _
Another six children ar: asked to sit at the 'maths' table.
The remainder choose their own activities. Keith puts on his
pinafore but walks inteo the library area by mistake. David
comes back from the toilet and agitatedly tells Mrs Robexrtson
thal someone is locked in. £h%e goes to investigate. —

11.40: The maths group begin sorting the counters and toys.
peter asks for something to do. Colin and David sit in the
library area. Within a minute they move on to "the house and
telephone each other. ’ T S

11.59: 'Stop and listen' (twice). The children are 2
txy and work more guietly. In the house Chris :
that she is the 'baby'. 'I'm not' is the reply.

James and John play with a wooden égnstfueﬁi@n,(éiéé
. war is enacted, : . S
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00: Mrs Robertson goes round each group or table asking them
to go into the home hase. Douglas finishe. counting the
members of his groups. When the children are ready in the
base Mrs Robertson takes them out and round the class pointing
out where the 'class rules' have beern ignored: liosrary area,
telephone table, games table, disarr.nged chairs.

10: 'The children ar= lined up for singing. Julie bursts into
tears: 'I want my mummy'. At singing they rehearse 'Ba ba
Black Sheep' and 'Jack in the Box'.

50: The children come back from singing and convene in the
home base, =Reveral (4) decide thevy want to go to tha tcilet.
yertson walts and o3ks the rost ‘¥ thes are using the
toilets properly. She reads (and embr: ldsrs) the story of
the 'Farmer's Wish'. Douglas asks 'What are wild flowers?'.
Someone asks 'When are the mothers coming?'.

.42: Tha= girls and then the boys are sent for their coats.

They spent the last few minutes with a series of singing and
counting ~n. acting games.

53: Mrs bopertson asks the children to 'make sure to go to
bed early'. 'GQDd afternoon 1IN'. Michael asks why the class
i3 v&lled LN. The class file out at 1 o'clock.

.02: Five children come back in as their mothers are not

outzife - twe of them crying.

DAY SIX
(Tfussday, 2nd September)

10: The children file back from assembly. Colin has brought
his action-man cowboy to school. Mrs Robertson sits down

in the home base ané wishes the class a 'Good morning'.

Colin is asked about the action-man and a toy car he has
brought in. Alison has brought in the sums she did at home.
christina assks 'When Ao we get homework?'. Later she goes on
to say that her mother taught her to writs her own name the
previcus afterncon. Ewan's sister found a hedgehog. The
children ail talk at once. Peter describes the caterpillar
that he found. They offer suggestions for picking up a
hedgehog ({leather hanky). Michael saw a hedgehog on Mull:
'Who has been to Mull?'. Christina hag aluso brought a doll.
Morag tells about finding a lost dog. John tells about the
car that broke down. In the afternc n Mary play+3 in her
paddling pool. Mrs Robertson deliberately asks fhi;aren whc
are usually silent. RN

26: Mrs Robertson asks Peter to put a tin of crayons on each
table and then fetches a storv book ('The Very Hungry Cater-
pillax'). The &n;lafgﬁ listen to the Etu;y in {amasaa‘ -
gilence. : :

 ?,,” ;b ; ">v, *~7j5' 1£;;%f;v 
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Aruitoxt provided by Eic:

Fl3

fatch treir 'writing books®
i1f he can use his own pens,

hecking on the tables, Keith,
s the marbers on the top of their
iitor arrives to see if Mrs Robertson
the main aschonl, Peter asks 'Who's

10 Mrs wobertson the ¢lass wo turn over to page 2 in
their writing books. Sevaral children turn the book over
completely. The noise level prompts Mrs Robertson to ask the
children to quieten down. When the class is cuiet she reminds
them of the procedure *What's the first thing to do?'.

Douglas reminds Mrs Robertscn that she's using chalk, not a
crayon. (The left-handed group Aave ! ]
the children have put the pencils
asked to it up etr anhL with both

ate tL .

I
(o
A

cCompm

s

1
clasg are

on the floor in
to the base.
igson and Morag
if he can go to
imself. David
are shown what to
to hzve his milk.
)}, Maths (6),
) Euily tells

Lhﬂ 1}%?;

pun

T}e ik Jr
Michael Lf he'd
Feith t]ﬁ' »r. 18 hometime?’.
rrames (1), painting (1), milk (3)
Ehe number greup that "We've had our mllk'

ic.06: Kelrh tries to join the number group but is told by
Mrs Roberison that 'The table is booked! (It wasn't his
furn.) He trims to jwin Peter at the aL:awv' construction
2 jo ] ~und the pumber group while Mrs Roberts
ach child (eg, 'If I took away three
would be left?').

¥ <k from the sand. Lucy is
the final number group-

1015 Lacy and Wicola come ba

(At this point the observatjion stops - the researcher has to
attend a conference in Stirling.)

193



O

ERIC

Aruitoxt provided by Eic:
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9.:40: The class are shown what to do and rehearse the movements

Flé

DAY NINE

(Friday, 5th September)

.25: The class leave the home base and fetch their writing
»

oks from the trays. f“hey find a sheet (the tables have been
e-arranged) . The children help each other to find their

' in the book (page 7). Mrs Robertson calls the class
to order. She draws Hamish on the board. The children wave
their fingers in the air and trace over the pattern. They
repeat the movement with a crayon - starting at the red dot.
When Mrs Robertson asks 1f they have heard what she said
Nicola chants 'Yes, Mrs Robertson'. While the children
complete shapes Mrs Robertson goes round esch group making
sure the children are sitting properly. Two boys come round
with the register.

9,36: The class are asked to turn to page 8 (the last page).

Douglas walks out and tells Mrs Robertson that he has only got
: i ins that zhe hasn't got page 8 (ohe did).

A oddots Emily i g
David is asked whether he has the right page.

in the air. They complete “he task and without any prompting,
sut away their books. Rona asks if she can have her milk

it hasn't been put out). Ewan asks to play with the

Russian dolls that fit inside each other. A group of six sit
by the board. Only ere child is left sitting at a table. The
agroup which is then divided into two. Christina, Douglas

h zsurt counters; Morag, Andrew and Ceolin count ocut

Y]

T

and Kei

1 &
TUDes .

=

i

]

unifiix

55 Mrs Robertson asks

.50: Ewsi has become noisy in :he house so

him to find something to do on his own. David joins the
anifix group. Keith goes to Mrs Robertsor but is :fold to
stop 'being siliy'. (She Ze being eruel to be kind.) A few
mirutes later he bursts into tears ('I want my muamy') .

Mrs Robertson comforts him and explains that his iother will
be‘coming at one o'clock'. Keith goes te the toilet.
Christipa is asked about the numbers in the groups she has
established. The other table are shown how to count the
unifix blocks. As the children complete their tasks they are
allowed t» move on to cther activities.

.03: Michael asks to nave his milk. Mrs Robertson replied by

asking him another question: 'Is there 2 place (at the milk
table)?', Julie and Keith are ques-ioned arout their groups

of counters,.

.10: Keith finished and is told he can go and choose.

Christina goes to the sandpit. Mrs Robertson is writing in
her notebook. John comes running in from the toilet and is
sent back to try again. A group of six boys are working
with the wooden blocks. Alison and Julie are working at
sorting out the count=rs (ie, they have chosen to do this).
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pt

.t i thes
Aaboul Lne che

the Lab le

toilon.s o Bobertson ashs

asks the chifldren

ien1ld o n v leo wave 1n

whi nave non boought a stand up.

a sot of
call out in ;
isns. (Eg, 'How many bhntg are there?

s> cat?'y.  some children ask other

Zo they nake the toots?'). dolin is

vord two (he has said 'twoooo’).

what the chiidren need to de

She asis the guestion 'How

. sccasions. She distributes

o =see 17 the children recodgnise

Iy Tho ohildron

A owe dooa

the

noize

= remeni 2r whare
thern toz boys put on their blazers. Ewan is
hig chair straight, David goes round pushing in

ite in from playtime and take off their
heir plaz irs Lee (the auxiliary) puts
the children finish their number work

books gnd zhocse their activities.

chey
Mrs : o inte the area while Mrs Robertson is
talking to Peter. Sha joins the conversation and asks Peter
his name.

.2%: Sum buoks (7), house (4), crayoning (2}, sewing (1),

games (1), wood blocks (), observing (4).

.3U: Mrs Robertson tells Douglas that she is going to tell

=hem a story in the home base. He goes round the class
brnadcasting this to the other children. In the base thz
children ask Mrs Robertson what they are going to do while
welting for the last four of the class. Christina has been

painting without her pinafore. .
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ins to
'Wiw are tha

lldren about plantling
11 cver the

3 “ruits and seads
rts dqu~ .+ .« ‘parachutes and

. moving on o talk about "£luff" (the cat
Dexa), Lrs Roberfson asks the cnildren to

i then sits
children

H.

found o

sEronlan =

the c.asz out into tue playground
riun round and stop when she claps rerx
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12,50: Tne class :;Curﬁ and put cn their coats. They assemble
i 12 home base. qlas says that the ¢lass area light is
'‘not put off'. Mrs Robertson asks the children to remember

o bring a mat rbb@x, to collect 'parachutes' and to have a

a

.59: "Good afrernocn IN". David and his sister (who is in
P2) pack up his bag while talking to Mrs Robertson.

Mrs Windsor (a parent) asks Mrs Robertson whether Michael
is 'all right'. Mary's grandmother comes in and asks where
Mary sits. Mrs Robertson shows her around the class area,
the home base and the painting area.
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DAY TEN
(Monday, Bth September)

09.25: The class are sitting in the base. They are discussing
the ladybird which Julie has brought into school. Mrs Robertson
azsks individual children about their weekend exploits. Morag
talks about her hamster, Keith presents a drawing of two
flowers that he has made. Andrew has already begun preparing
for Christmas. Everyone is given the opportunity to talk.

09.37: While Mrs Robertsen gives out a set of new (home-made)
books, Julie puts a tin of crayons on each table. The work
books are held up to see if the children recognise their
names. The front page of the books has drawings of Dick,
Dora, Nip and Fluff with their names on the right hand side
of the page but not cpposite the drawing. The children are
shown how to draw a line between the picture and the correct
label.

095.45: Mrs Robertson calls out the names of the children who are
zo join her when they have finizhad their 'matching' books.
The remainder (approx 10) are left to 'chocse’. The children
quickly sit down. Twe PE teachers pass by locking for a P2
~lass. Some children can't find the right colour in their
tins to colour the shapes. Mrs Robertson asks the children
ro put theirs 'pencils' back in the tins and wait, until there
is perfect silence: 'I'm waiting ....'. She impresses
upon the class that they are to work quietly. She circulates
round the class while the children complete their work. Tne
register boy arrives. Some of the children work independently,
others discuss their wHrk.

10.00: FEwan finishes, puts his book in the base to be marked, and
goes to find the telephone (which has been deliberately put
away by Mrs Robertson). Morag asks 'What do we choose?'.
at Colin's suggestion they both go to the milk table and drink
their milk. Some children have forgotten whether they are to
choose or to wait for Mrs Robertson. Laura is wandering
about; Mrs Robertson takes her to paint but finds she
doesn't want to paint. Mrs Robertson looks for an auxiliary
as some of the paints are missing.

10.08: The group who are sitting by the blackboard are given
pieces of prepared paper divided into four quarters.
Mrs Robertson holds up a piece of card with a circle drawn on
it and asks the group (by now sitting at a table) to draw in
the first 'box'. Some of them put it in the wrong box. When
asked to draw a shape in box 3 Morag dissolves in tears - she
has already drawn something in that box. Mrs Robertson goes
round the class writing the children's names on the pieces of
paper. Morag has still not completed her paper. Mrs Robertson
gives out another sheet of paper numbered 5-8, Morag is not
given a piece but is sent to take her milk. The remaining
children complete their drawyings. Mrs Robertson gathers the
group together and discusses with them what they might do

Q next.
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22: Wnile the rest of the class choose (drawing (3),
plasticine (2), wooden blocks (6), milk (4), games (2),
painting (L)), Mrs Robertson repeats the drawing exerclge with
Colir, Johr and Mary. Michael tries to join in but is told
by Mrs Robertson that she is 'extremely busy'. (It 8 @
testing activity.) Mrs Lee (the auxiliary) arrives and is
told of the shortage of black paint.

28: Ivan asks if he can play with one of the constructicn
games. The shapes group are disbanded. Mrs Robertson tells
Alison that the 'all together times' is abouc to begin.

This idea gradually permeates through the class. David
announces to the wood block group that 'it's tidy up time'.
While the rest of the class arc in th- base, Peter and
Douglas continue jointly with a jigsaw puzzle.

35: Stephen is sent to fetch Douglas but comes back saying
'He didn't come'. Mrs Robertson catches Douglas's eye. He
joins the group. Individual children are asked to perform

a sequence of tasks (eg, 'take the matchbox and the felt-tip
pen and give them to William and then take the purple pencil
and put it on the chair').

41: Mrs Rebertson asks the children to collect their number
bcoks when they come in from break and put them on their
tebles. While the girls put on their coats the boys are
tested on their ability to recognise word shapes (eg, Nip,
FLuff) .

.20: The children are sitting in frornt of the board with their

pooks on their tables. After revising the way to write 1,
Mrs Robertson draws a swan on the board to symbolize the
figure 2. Christina arrives late. The class rehearse the
shape by writing the figure in the air. Michael says that
he has a hen with its leg broken. The class are sent back to
their seats and asked to open their books at page 3. John
claims that William is sitting in his seat. Someone points
out that they have already completed page 3. Colin remains
confused (probably because figure 2 is on page 4).

Mrs Robertson goes round putting the books straight - two
children are looking at the figures which are visible on the
back of the pages (ie, the duplicating spirit has soaked
through) .

jO: The children gradually trace out the shapes with a crayon.
Ewan,, Alison and John hold up their books for Mrs Robertson's
1ﬂ5P€EﬁLDﬂ- The class are now asked to write the number free-
hand. Julie puts up her hand and says 'l can’ 't do it'. &he
is asked to try. Christina writes two 2s (instead of one) .
Morag is crying; she is unable to complete the task. Ewan
asks if he can colour in the animals (2 ducks, 2 fish,

2 crabs'. The class are reminded that they 'shouldn't be
waggling (their) tongues while they are writing with (their)

pencils’'.
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.45: The chlldren put the number books in thelr trays and

gather round the board. Mrs Robertson sorts out those who
have not drawn shapes. She asks the others to palnt Dick,
Dora, Nip or Fluff, (if they choose to paint). Colin comes
back saying that there's no more room in the painting area.
The shapes group emerge from the base. Morag takes her
plastic construction toy and moves onto the floor.

55: Simon draws his shape in the wrong hox. Ewan points this
out to him. Colin has found somewhere to paint. The shapes
activity continues while the others paint or play with the
bricks. Lucy tells Mrs Robertson that she is going to paint
a picture of Fluff. Nicola and Morag ask Rona and Mary if
they can play with them in the house. They are refused.

Mrs Robertson cautions the construction group to be careful
with the large pieces of wood. Only two children remain
sitting at a table. Mrs Robertson has gone to talk to

Mrs Mitchell. She returns and goes round the class to see if
everyone has had their milk and to ask the children to tidy
up and gather in the hase.

15: The children are given drawing books and on the first
three pages draw an apple, a tree and a wave shape using the
scaled down examples provided by Mrs Robertson.

.25: The children gather in the home base with their school

bags. Mrs Robertson gives out letter for parents and a
home-made homework book (tracing and colouring Dick, Dora,
Nip and Fluff). Mrs Henderson's class arrive and wait
while the letters etc are put safely in the schoolbags.

18: Mrs Robertson sends her class to put their schoolbags
on the tables while Mrs Henderson's class are seated in the
base. Mrs Robertson's class fill up the home base. The
entire group are told the tale of Brown Bear (a 'telling'
story rather than a 'looking' story). There are only 2
interrnptions (once when there was a long pause and once
when the story contain=d a rhetorical question).

Mrs Robertson reads a siort poem and then wishes

Mrs Henderson's class a wod afternoon',

52. Mys Rubertson's class stand by their schoolbags while
the others file out towards their own area. The flowers
are knocked over. Stephen is not sure which is his
schoolbag.

.CUo: The class file out. Julie remembers to take her

Ladybird home. Michael comes back saying 'They're not
there'. Peter's parent has not arrived; he is sent to fetch
fresh water for the flowers.
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DAY TWELVE
(Wednesday, 10th September)

40: Eight children are in the class area including two
'strangers' jrom another class. Mrs Robertson tells me that
21 parents have already agreed to help with the research.

I talk briefly with Mrs Macallister and Mr Bergen.

.50: The children line up at the edge of the carpet and,

five minutes later, file out to assembly. (Interview with
Mrs Ribble.)

20: While =itting in the home base the children are asked
about their 'news'. Three children remain in the class area
and complete a jlgsaw. Michael and Mary have brought a china
plg and a puppet to show the class.

35: The class sit around the board. (Peter wants to know
why there is a lock »n the heater.) There are two words
written on the board: "Here is". The children complete the
sentences with Dick/Dora/Nip/Fluff; and a new word 'mummy’.
Mrs Robertson draws a series of balloons on the board. She
asks individual children to read the words she writes in the
balloon. If they can, they are asked te 'blow the balloons
away' (ie, they are rubbed out). The gquestions are
individualised. Some children ask te try but are asked to
wait their turn.

45: Mrs Robertson introduces the class to the word
assignment'. She takes a pile of 'everyday' books and with
Mary's book shows the class what they need to do. 'You've
all got different things to do'. These tasks are already
written into the books by Mrs Robertson. Rona asks to go to
the toilet. The class are told that when they've finished
their everyday hooks they are to 'put them on the pile and
then choose’'.

58: While the rest of the class work at the tables, Keith,
Julie and Michael have a session with Mrs Robertson and
their 'matchbox' words. Morag comes out as she is unable to.
find the place in her everyday book. Enmily is reminded that
if she does not know what to do she is not to call out but,
instead, should sit down and walt beside Mrs Robertson.
Michael has difficulty in distinguishing 'Dick from Dora'
‘his new word). Michael is sent to call up Simon but the
message doesn't arrive. Children start going out to

Mrs Robertson; the register boy arrives.

03: Colin is chastised for interrupting Mrs Robertson. Eight
children are still working in everyday books. David has
started writing on a random page in his book but is redirected.
Morag takes her book for Mrs Robertson's inspection but is told
'You don't really need to bring it to me ... put it on the
pile'. Christina and Michael are hovering around outside

Mrs Lee's room - waiting for paint. Mrs Robertson gets up and
goes to find out their difficulty. Sie takes Lucy and Stephen
to the sand pit. (Stephen has asked her since the door is
locked.) Back at the blackboard she hears Andrew and Rona
read Simén asks to go_ to:the tcilat £
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bricks. : Mrs rtson by putting away the
number bcoks +his he needs ¢ match the numbers on
the Front nf the bocks with the numbers cn the trays).

11.36: Mrs kobert
painting area. Michae
Mrs Robertson and then join the 'block group. Julie
anpounces that zhe is on to her 'third drawing'.

11.45: Peter and John are bouncing the pram up and down such
that Mrs Robertscn intervenes by asking them 'Are you trying
to break the pram?'. Morag trys to put her drawing in the
schoclbag. She finds that it is too big. Mrs Robartson
whispers to the bricks group that they should ‘pack up and
sit in front of the blackboard'. This news gpreads rapidly
through the class. Ewan is still trying to finish the
jigsaw he was commissioned to do 'guietly on his own'.

11.53: Although Rona and Ewan have not joined the sitting group
Mrs Robevtson holds up a colouring beok and revises the word
'mummy’'. The children fetch thelr colouring books from the
trays and sit down tc work.
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DAY FOURTEEN

i

(Friday, L2th September)

o

08.35: Tws ¢hildren (David and Michael) already present.

08.57: They rfile out to a:

It is vaining hard. Interview with Mrs PELEESQH Mr Smith
came in to ask Mrs Robsrtscn about Laura's ambidextrous
behaviour. The children take ¢ff their coats and wellington
beots. Soms begin to line up without being asked. Parents
come into the lobby. Mrs Robertson sezs some children with
their woerds.

gembly. Julie and Simon stay behind.
While the children are at assembly, Mrs Robertson pegs the
wellies together. (Discussion with Mrs Lee about the new
building.)

09.26: The class return from assembly and gather in the home

baze. Mrs Robertson starts to tell a bible story. (The
Good Samaritan.) Mre Anderson (another auxiliary) brings
some letters for the parents. Xeith says 'This is thes 2s'.
Mrs Robertson slowiy brings the cenversation back to the
story. There are further interrupticns. When the story
reaches the part where the lawyer passes by, Nicola speaks
up 'My father's a lawyer'., When Mrs Robertson stops,Nicola
then says (correctly) 'He's a builder'. The rest of the
story is completed in silence. The children discuss what the
samaritan was and where he came from. Ewan says that he was
born in Hong Keng. Alison's mother was born in. South

Ameriga. ]
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round Mrs Robertscn while she hears
Michael comes La from the wet ares and talls Mrs Robertson
that he has made a movie camer3a.

tring at the

lo.25: Mrs - and imnodiately atkracts
5 customers. Ewan and Stephen are shariay a pot of tea in
the house. They take one %o Mrs Robertson, Colin reads
in the librayy. W:illiam shows Stephen :the swimming bath
that he's drawn.

10.35: Only 3 children sitting at the tables. Mcs Roberct: in
is leonking for somewhere to put a large model stuck together

10.40: Mrs Robertson sits on the pench in the library and 6
children gatner round but ag soon as their teacher leaves
they put tne books back and walk ‘back into the main ¢lass

B nea f

area., Ewan asks 'Is it tady-dp time? .

10.45: The children gather rcund the board and Mrs Robertson
shows them the piotures of Jack.to coicur. She then explains
the routine for the 'wes' playtime. William 'I've not got
a break - ! don't want a break at schoocl'.

(Discussion with Miss Downie until 12.00.)
O
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